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ABSTRACT
Students with disabilities are faced with overwhelming challenges as they transition from high
school to postsecondary education, careers, and independent living. Legislation has mandated
that schools provide services for students with disabilities to prepare them for these transitions
into adult life (Individuals with Disabilities Education Act, 2004). To assist schools in providing
more meaningful services, the National Technical Assistance Center on Transition (NTACT)
identified and defined 20 predictors for post-school success (Test, Mazzotti et al., 2009, Test &
Cook, 2012, Rowe et al., 2015, & Mazzotti et al., 2016). This study examined the perceptions of
high school special education teachers across 6 West Virginia counties concerning their
confidence in their ability to promote the 20 Predictors for Improving Transition as well as their
perceptions of the importance of each of the 20 Predictors for Improving Transition.
Additionally, the effect, if any, that demographics had on the perceptions of their confidence in
their ability to promote the predictors and perceptions of the importance of the predictors were
examined. Finally, study participants were asked the types of training they experienced
concerning transition. Findings showed that half the survey respondents felt confident in their
ability to promote the predictors while the other half did not feel as confident. There were not
many extremes leaning toward not confident or very confident as most responses fell within the
somewhat confident to confident range. Special education teachers overwhelmingly indicated
most transition practices as either important or very important apart from one predictor.
Demographics and training showed very minimal significance on perceptions of abilities to
promote the predictors or importance of the predictors. It is recommended this study be
replicated across the remaining West Virginia counties. Results of such a study may be used by
state special education leaders to promote transition program improvements throughout the state.
xii

CHAPTER 1: INTRODUCTION OF THE STUDY
Introduction
High school graduation is a time of triumph and celebration when graduates are typically
looking forward to a new, exciting future. The transition from high school to postsecondary
education, employment, and independent living is thrilling; yet it can be a daunting challenge for
any young person. This is especially true for students with disabilities. Prior to 1990, schools
held a limited role in assisting students in navigating through the complex steps of transitioning
from life as a high school student into the demands of adulthood. Beginning with the 1990
amendments of the Individuals with Disabilities Education Act (IDEA; PL 101-476), students
with Individualized Education Programs (IEPs) became eligible to receive services and
assistance with this process through mandated transition planning to begin no later than age
sixteen. Additionally, the 1997 IDEA called for the student’s course of study to correlate with
the transition services.
In the later amendments of IDEA 2004, transition was defined as a coordinated set of
activities designed to improve the academic and functional achievement of students with
disabilities so they might successfully move from school to post-school activities. These
activities may include postsecondary education, vocational education, integrated employment,
supported employment, adult services, independent living and community participation.
Transition is person centered and must consider the student’s needs, strengths, preferences, and
interests. Preparation must include instruction, related services, community experiences, and
goals for employment and other post-school adult living experiences. When appropriate, daily
living skills instruction and functional vocational assessments are provided.
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Numerous transition models have been developed and much research has been conducted
to help facilitate the transition process. The National Technical Assistance Center on Transition
(NTACT) was developed through a federal grant to research best practice in transition. Through
extensive research and literature reviews, NTACT has identified and defined 20 predictors for
post-school success (Test, Mazzotti et al., 2009, Test & Cook, 2012, Rowe et al., 2015, &
Mazzotti et al., 2016). The original research identified the first 16 evidence-based predictors
which were identified as career awareness, community experiences, exit exam requirements/high
school diploma status, inclusion in general education, interagency collaboration, occupational
courses, paid employment/work experience, parental involvement, program of study, selfadvocacy/self-determination, self-care/independent living, social skills, student support,
transition program, vocational education, and work study (Test, Mazzotti et al., 2009). A
systematic review was done later to include new data from the second National Longitudinal
Transition Study (NLTS2) and findings from numerous analyses of these data (Mazzotti et al.,
2016). As a result, four additional predictor outcomes were identified: parent expectations, youth
autonomy/decision making, goal setting, and travel skills. The 20 evidence-based secondary
predictors for improving postschool outcomes for students with disabilities serve to narrow the
focus on to proven programs that assist teachers and service providers in improving postschool
outcomes for students with disabilities.
The work has been done, and the evidence-based research to support effective transition
programming is easily obtained. The 20 predictors for improving postschool outcomes have been
identified and defined, and teachers now can align their instruction to research findings that
outline best practice. Teachers, however, must possess this knowledge and feel comfortable in
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providing these services to give students the best chance possible to successfully transition from
high school into adulthood.
Statement of the Problem
The purpose of the Individuals with Disabilities Education Act (2004) is to ensure that all
children with disabilities receive a free appropriate public education that emphasizes special
education and related services designed to meet their unique needs and prepare them for further
education, employment, and independent living. A vast field of research has provided teachers
with evidence-based practices and guidance on how to best implement these procedures, yet
students with disabilities continue to have problems.
In the 2019 National Center for Educational Statistics Report, McFarland et al. (2019)
report that 17% of students with disabilities dropped out of school during the 2016-2017 school
year, and these students are entering the workforce unprepared and with the limited potential to
earn a living wage. In the 2019 Youth Transition Report, Cheng & Shaewitz (2019) report that in
2017, young adults with disabilities were 17% less likely to be employed than other young adults
without disabilities. More specifically, 24.9% of youth or young adults with disabilities were
employed while 41.9% of those of the same age without disabilities were employed. While the
national average stands at a 24.9% employment rate for youth or young adults with disabilities,
West Virginia has the second lowest employment rate in the nation for this same age group with
an employment rate of only 18.4%. Individuals in the United States between the ages of 25-64
with disabilities are not faring much better with 61% having no participation in the labor force at
all as compared to only 17.6% of those without disabilities.
Cheng & Shaewitz (2019) also address high school graduation rates and the status of
postsecondary education for young people with and without disabilities. In 2017, 73.6% of youth
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with disabilities in the United States received a high school diploma. West Virginia is well above
the national average in obtaining a high school diploma with an attainment gap of only 15.6%
between students with and without disabilities. This statistic places West Virginia in the top 15
states for obtaining a high school diploma. Enrollment rates into postsecondary education for
young people between the ages of 18-24 with disabilities in the United States is 25.4% compared
to the national average of 40.9% for youth without disabilities. West Virginia does well with
high school graduation rates for students with disabilities, but most of these high school
graduates are not continuing their educations after high school as statistics show that West
Virginia has the fourth lowest college enrollment rate of any other state at only 19.7%. It is
obviously important to discover and correct the causes of these poor outcomes for youth with
disabilities. Benitez, Morningstar, and Frey (2009) expressed a concern that poor transition
outcomes for young adults with disabilities may be a result of special education teachers who are
unprepared to plan and deliver effective transition services.
Special educators have many responsibilities and face a great deal of accountability and
pressure to prove their students are meeting federal standards in a multitude of areas. Therefore,
it is understandable how they may feel unprepared to plan the transition and implement the
strategies and services necessary to facilitate a successful transition for their students. Despite
this, special educators are required to plan and deliver transition services; therefore, they must
possess knowledge of the most up-to-date, evidence-based transition practices as well as the
understanding and ability to implement those practices.
Overall, research indicates that secondary special education teachers do not feel fully
prepared to meet the transition needs of their students and have sizeable gaps in knowledge and
involvement in transition planning and service delivery activities (DeFur & Taymans, 1995;
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Knott & Asselin, 1999; Prater, Sileo & Black, 2000). Morningstar & Benitez (2013) found that
special education teachers must have training in order to deliver effective transition interventions
and services. Teachers who have specialized transition coursework and professional
development are more likely to successfully implement transition interventions and services.
These researchers recommend additional studies into how well special educators are
implementing transition services. This is especially important when considering that if teachers
feel unprepared and are not satisfied with their training, the quality of transition services will
likely suffer. Consequently, it is crucial to know the extent of teachers’ understanding and usage
of evidence-based transition practices as well as the barriers to the implementation of these
practices with the students in their individual classrooms.
Purpose of the Study
The purpose of this study was to examine the perceptions of secondary special education
teachers in six counties within the south western region of West Virginia concerning the current
level of confidence in their ability to promote the 20 evidence-based predictors for postschool
success and their perceived importance of each of the 20 predictors. Additionally, the study
examined teacher demographics and level of transition training to determine what effect, if any,
this had on their use of the 20 predictors. Overall, this study was conducted to ascertain the
extent evidence-based transition practices were being utilized in high schools in the south
western region of West Virginia.
Rationale of the Study
Low postsecondary enrollment, low employment rates, and poor outcomes for
independent living demonstrate the importance of improving transition services to students with
disabilities. Special education teachers must have the knowledge and the skills to implement
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evidence-based practices if the grim statistics for West Virginia’s students with disabilities are to
ever improve. Research has shown that only 37.3% of special education teachers feel they are
effective in transition planning, and most of their comments indicate their transition planning
skills need improvement (Wasburn-Moses, 2005).
This study proposed to investigate special education teachers’ perceptions of the
confidence in their abilities to promote the 20 evidence-based predictors for post-school success
and their perception of the importance of each of the 20 predictors. Teacher demographics and
teacher levels of transition training were also examined to determine any affect they may
possibly have on teachers’ use of the 20 predictors. It was expected that results of this study
would inform special educators, leading to increased knowledge and comfort with the
implementation of evidence-based transition practices. Thereby, students would be more likely
to successfully transition into postsecondary education, careers, and independent living.
Significance of the Study
Through surveys completed by adults with disabilities, Kessler Foundation and National
Organization of Disability (2010) found that people with disabilities are more likely to be
unemployed with only 21% claiming to have a job while 59% of people without disabilities are
employed. Furthermore, they are more likely to live in poverty and isolation. Improving the
outcomes and experiences for people with disabilities is the ultimate goal of transition practice.
This study is significant in that the results will add clarity on how to best prepare special
education teachers to provide the best evidence-based transition services possible. Results of this
study may be used to provide insight and information to the West Virginia Department of
education (WVDE), county special education directors, school administrators, and university
special education program directors regarding the use of evidence-based transition predictors in
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secondary schools within the south western region of West Virginia. In turn, better informed
decisions may be made on appropriate training for special education teachers and programming
for students with disabilities who are of transition age. As awareness of best practice and
opportunities for more successful student transition grow, special education teachers will be
empowered to pass their knowledge on to parents and guardians of students with disabilities.
Special educators are often the only sources of information to parents or guardians who may not
know where to find information on the various services and agency assistance available to their
children, so it is crucial they possess this knowledge.
Research Questions
The research questions investigated in this study focus on the usage of evidence-based
transition practice among secondary special education teachers in the south west region of West
Virginia. More specifically, questions concentrate on the 20 predictors for post-school success
(Test, Mazzotti et al., 2009, Test & Cook, 2012, Rowe et al., 2015, & Mazzotti et al., 2016). The
following questions were investigated:
Research Question 1: What are special education teachers’ perceptions of their confidence in
their ability to promote the Predictors for Improving Transition?
Research Question 2: What are special education teachers’ perceptions of the importance of each
of the Predictors for Improving Transition?
Research Question 3: What effect, if any, do special education teacher demographics have on
their perceptions of confidence in their ability to promote the Predictors for Improving
Transition?
Research Question 4: What effect, if any, do special education teacher demographics have on
their perceptions of the importance of the Predictors for Improving Transition?
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Research Question 5: What kinds of training did special education teachers experience
concerning transition?
Operational Definition of Terms
Evidence-Based Transition Practices: Transition practices and strategies that have been proven
effective through evidence and research.
Predictors for Post-School Success: Twenty evidence-based practices, proven by research, to
improve post-school success for students with disabilities (Test, Mazzotti et al., 2009, Test &
Cook, 2012, Rowe et al., 2015, & Mazzotti et al., 2016).
Special Education Teacher: A trained educator who provides specially designed instruction and
services to students with disabilities.
Special Education Teachers’ Perceptions of Confidence: Self reporting of teachers on a survey
concerning their implementation of the predictors for post-school success.
Special Education Teachers’ Perceptions of Importance: Self reporting of teachers on a survey
concerning the importance of the predictors for post-school success.
Teacher Demographics: Demographics refer to the study of human populations in a statistical
manner. Demographic variables have been identified on the survey in reference to special
educators’ years of special education classroom experience, areas of certification, and disability
types of students they teach.
•

Years of classroom experience: The response of teachers to the demographic question
concerning their years of experience as a classroom special education teacher.

•

Area of certification: The response of teachers to the demographic question concerning
their area of certification or licensure according to the West Virginia Department of
Education.
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•

Disability types of students: The response to the demographic question concerning the
disability types of students they teach such as learning disabled, intellectually disabled,
other health impaired, etc.

Teacher Perceptions of Effectiveness: Self reporting of teachers on a survey concerning their
perceptions of the effectiveness of each of the predictors for post-school success.
Transition: a coordinated set of activities for a child with a disability that is (a) designed to be
within a results-oriented process, that is focused on improving the academic and functional
achievement of the child with a disability to facilitate the child’s movement from school to postschool activities , including postsecondary education, vocational education, integrated
employment (including supported employment); continuing and adult education, adult services,
independent living, or community participation; (b) is based on the individual child’s needs,
taking into account the child’s strengths, preferences, and interests; and (c) includes instruction,
related services, community experiences, the development of employment and other post-school
adult living objectives, and if appropriate, acquisition of daily living skills and functional
vocational evaluation (IDEA, 2004).
Assumptions of the Study
Assumptions of this study are that special education teachers have a general
understanding of the transition planning process and the problems, issues, and legal mandates
that accompany it. It was assumed that study participants possessed the knowledge of special
education and special education terminology to the extent they could understand and answer
survey questions correctly; however, with the shortage of special educators in West Virginia and
across the United States, it was assumed that not all special educators were fully certified.
Therefore, some special education teachers were more familiar with the term transition and its
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importance. Finally, assumptions were made that participants took the survey voluntarily and
answered the questions honestly.
Limitations and Delimitations of the Study
This study involved surveying special education teachers in the south western region of
West Virginia concerning their knowledge, implementation, and perception of effectiveness of
the 20 evidence-based transition predictors. Questions were also asked regarding demographics,
training, and perceived barriers to successful transition outcomes for students with disabilities.
Limitations to this study include the fact that the survey is one that participants are expected to
self-report; consequently, it is a possibility that respondents may not have reported their
perceptions and experiences honestly. A second limitation to the study is that participation was
voluntary which may have resulted in special education teachers with more knowledge,
experience, confidence, and interest in transition choosing to participate.
Delimitations of the study were found in the sample area and the choice of respondents.
A sample of special education teachers from the south western region of West Virginia was
chosen, therefore, excluding a larger sample of respondents from the remainder of the state or
even other states across the country. Additionally, only special education teachers were chosen
as respondents to the survey, thereby excluding others such as special education directors and
school administrators who may have potentially contributed to the knowledge base.
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CHAPTER 2: LITERATURE REVIEW
According to the Individuals with Disabilities Education Improvement Act of 2004
(IDEA 2004), one of the primary purposes of special education is to prepare students “for further
education, employment, and independent living” [20 U.S.C. § 1400(33)(c)(1)]. Gaining
employment is a serious challenge for people with disabilities as potential employers may be
reluctant to hire them (Alias, 2014). This is substantiated by the June employment statistics from
the United States Department of Labor’s Office of Disability Employment Policy (2019). This
report shows labor force participation for nondisabled individuals aged sixteen and over at 69.1%
while labor force participation for individuals with disabilities aged sixteen and over stands at
20.9%. The same report reveals the unemployment rate for people without disabilities is 3.7%
while people with disabilities are unemployed at a rate of 7.7%.
The news is a bit more positive for students who wish to attend either a 2-year
community college or a 4-year university. College has become a feasible option for many
students, especially those students with learning disabilities who comprise the largest group
attending post-secondary education programs (Morningstar, Trainor, & Murray, 2015). In 2004
only 31% of students with disabilities attended a post-secondary program. This number increased
to 60% by 2011, with 2-year community colleges and vocational and technical colleges having
the highest enrollment (Newman, Wagner, Huang et al., 2011). Despite the increased enrollment,
postsecondary outcomes for students with learning disabilities such as attendance and graduation
from colleges and universities continue to trail those of their nondisabled peers (Dadeppo, 2009;
Mamiseishvili & Koch, 2012; Showers & Kinsman, 2017).
Beyond postsecondary employment and education, it is crucial to consider independent
living and inclusion in the community as part of a young person’s transition into adulthood as
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this contributes to preparing them to have fulfilling, productive lives. The research-based
positive outcomes associated with living and participating in the community include having an
established network of family, friends, co-workers, support providers, and other supporters;
cultivating intimate relationships; being an active member of the community; pursuing interests,
hobbies, and leisure activities; graduating from postsecondary education; and obtaining gainful
employment (Newman, Wagner, Knokey et al., 2011). People with disabilities may be
considered living successfully in the community when they have independence, safety and
security, freedom of mobility, access to a mode of communication, affordable and accessible
housing and transportation, and access to healthcare and long-term supports (National Council
on Disability, 2011). In many cases much work is required to meet these positive outcomes.
Trainor, Morningstar, Murray, & Kim (2013) maintain that even though students with disabilities
are spending much more time during the school day integrated with their nondisabled peers,
oftentimes they continue to spend much of their time away from school in isolation or in
segregated settings.
Kessler Foundation and National Organization of Disability (2010) hired Harris
Interactive to administer a set of surveys to people with disabilities. The purpose of these surveys
was to measure the gaps between people with and without disabilities through time on indicators
such as employment, income, education, health care, access to transportation, socialization,
attendance at religious services, political participation, and life satisfaction. The most significant
finding was found in the area of Employment Success where results show, of all working-age
people with disabilities, only 21% claim they are employed while 59% of people without
disabilities are employed. Other results indicate people with disabilities are more likely to live in
poverty and are less likely than their nondisabled counterparts to socialize with friends, relatives,
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and neighbors. Improving these grim statistics and outcomes through enhanced programs and
services so students with disabilities might find success and experience a greater overall quality
of life has been a goal of special education practice and policy for years.
History of Special Education
The special education services and programs recognized today were slow to develop in
the United States, yet the field of special education has a history that dates to the early nineteenth
century with reformers who cared passionately about improving the plight of individuals with
disabilities. They worked tirelessly to change societal views and attitudes, ensure greater legal
rights, and secure education and training for the disabled. Sadly, our history also includes a time
when individuals with disabilities were feared and excluded from the general population.
Attempts were even made to rid society all together of people considered feeble minded through
marriage bans and forced sterilization. Fortunately, we have come full circle and recognize that
all people are valuable and capable of learning regardless of disability.
According to Spaulding & Pratt (2015), there are three distinct eras in the history of
special education in the United States: (a) Early Reform (1800-1860), (b) Stagnation and
Regression (1860-1950), and (c) Contemporary Reform 1950-present. They contend the history
of special education in the United States is significant and remembering the past assists in
preparing for the future (Mostert & Crockett, 2000). No matter the era, “How people with
disabilities are treated is predicated on contemporary societal norms and attitudes” (Spaulding &
Pratt, 2015, p. 92), and there are stark differences in the values of society among the various eras.
Historically, people with disabilities were often exploited, excluded, and at times even
executed (Crissey, 1975; Heller, 1979; & Winzer, 2014). People who had children with
disabilities were often shunned by society, so they kept them hidden away from the public
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(Dybwad, 1990). Additionally, they were often hidden away in institutions due to societal
perceptions that the disabled were deviant and less than human (Carey, 2010 & Winzer, 2014).
Fortunately, positive change came about in the United States during the period between 18001860.
Early Reform
Dorothea Dix (1802-1887) was a true pioneer for change in the treatment and laws
concerning citizens with disabilities (Spaulding & Pratt, 2015). After visiting jails and
almshouses throughout Massachusetts, Dix observed “criminals, retarded individuals, and the
mentally ill” were all housed together in shocking and unacceptable living conditions (Viney &
Zorich, 1982, p.212). She made a dire appeal directly to the Massachusetts State Legislature in
1843 to inform them that these were typical situations of extreme neglect and abuse for people
with intellectual disabilities (Gollaher, 1993). She argued that despite physical and cognitive
limitations, people with disabilities should be treated with respect and dignity and should hold
the same rights as others. Dix’s passionate advocacy led the Massachusetts legislature to amend
certain laws and provide funding for adequate institutions (Spaulding & Pratt, 2015).
Increased interest and improved attitudes toward those with disabilities were evidenced
as schools to educate and train the disabled were established and legislation to improve their
lives was enacted. The interest in educating people with disabilities began in France where
philosophers questioned the issues of human nature, the development of language, and
intelligence (Winzer, 1998). The first efforts to educate began with people with sensory
disabilities such as deafness and blindness. In 1817, the American Asylum for the Education of
the Deaf and Dumb in Hartford, Connecticut was opened (Alexander & Alexander, 2008); and in
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1829, the Perkins Institution for the Blind was founded in Waterford, Massachusetts (“Perkins
History Museum,” n.d.).
The success of these schools led professionals to believe that the same results may be
obtained in the education of students with mental retardation as well. In 1848, the Massachusetts
State Legislature provided a $2,500 appropriation to Dr. Samuel Gridley Howe for the purpose
of opening the Massachusetts School for Idiotic and Feeble-Minded Youth, an experimental
public school (Howe, 1863). Howe goes on to explain in his report to the Governor of
Massachusetts that the school’s focus was educating students so they may possibly contribute to
society, and this was accomplished by first gaining control of the students’ ravenous appetites for
an unhealthy diet. Nutritious food was provided in moderation which led to less illness and better
overall health which enabled their minds to be more equipped to learn. The next area of attention
was given to physical fitness, for a strong body equated to a stronger mind and an increased
ability to work. Students were taken to the gymnasium each day to work on balance,
coordination, speed, and strength. The students also had classes where they were taught to read,
write, and perform arithmetic to the best of their abilities. Finally, the students were expected to
work, and the income brought in by selling brooms and mats and resoling shoes actually helped
sustain the budget for running the school. Even from these early days of public special education,
it is evident there was a heavy emphasis on teaching vocational skills to prepare students for the
transition to work in the community (Howe, 1863).
Stagnation and Regression
Howe continued to stress to the governor that the main purpose of the school was to
educate students on a temporary basis until they reached their maximum potential; then they
were sent home. He emphasized it was not ever to be used as an asylum to permanently house
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disabled people away from society (Howe, 1863). However, many of these institutions began to
stray from the mission to educate, and by the latter part of the nineteenth century, the era of
stagnation and regression (1860-1950), institutions became life-long custodial residences that
resembled the prisons and alms houses Dix fought so hard to eliminate (Winzer, 2014).
Spaulding and Pratt (2015) explain there was an overall shift in the philosophy as well as
economic concerns that led society to “seek ways to explain, control, and eliminate disability and
deviance” (p.96); and many of Charles Darwin’s ideas on the animal world in On the Origin of
Species (1859) were applied to humans resulting in poor treatment and lack of education for
those with disabilities. During this time the philosophy of eugenics came into prominence, and
intelligence tests were developed to identify and segregate those with disabilities from society
(Yerkes, 1923; Van Drenth, 2005; & Carey, 2010). The position of eugenics held that only those
individuals with the most desirable genetic traits should reproduce while those with undesirable
traits should not, and mental retardation was the most undesirable trait of all since it was
believed to be the root cause of all other ills of society such as alcoholism, poverty, and
prostitution (Winzer, 2014).
As this philosophy spread, people with disabilities were viewed as a threat to society
which lead to them being locked away in institutions, forbidden to marry, and forced to undergo
surgeries for sterilization (Gould, 2002 & Winzer, 1993). Funding for education and training
programs was terminated, for if people with disabilities were educated, they may reproduce
(Cranefield, 1966). The constitutionality of sterilization laws was upheld in a Supreme Court’s
decision where Justice Oliver Wendell Holmes Jr. wrote:
It is better for all the world, if instead of waiting to execute degenerate offspring for
crime, or to let them starve for their imbecility, society can prevent those who are
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manifestly unfit from continuing their kind. The principle that sustains compulsory
vaccination is broad enough to cover cutting the Fallopian tubes. Three generations of
imbeciles are enough (Buck vs. Bell, 1927).
The United States went on to perform more than 60,000 sterilizations in over 30 states which set
a precedent for 400,000 sterilizations in Nazi Germany (Lombardo, 2003). This German
sterilization program, modeled after that in the United States, was the initiation of the policies
that led to the mass murders of Jews and people with disabilities (Macer, 1990). Although
schools enacted mandatory attendance laws during this time period, students with disabilities
were typically excluded (Trent, 1994 & Carey, 2010). Teachers became frustrated with students
who did not learn as easily and felt they would be better supported in segregated classes or
separate schools.
Contemporary Reform
After World War II, the United States experienced another cultural shift as it entered the
era of contemporary reform (1950-present) (Spaulding & Pratt, 2015). Perceptions of people
with disabilities changed once again as wounded soldiers came back from the war and
Americans wanted to distance themselves from the philosophy of eugenics after having learned
of the atrocities of the Holocaust (Macer, 1990). Furthermore, parents of children with
disabilities came together to form organizations such as the United Cerebral Palsy Association
and the Muscular Dystrophy Association. They joined with powerful advocates to change the
attitudes of the public and demand more services through both litigation and legislation. These
efforts led to victories in the courtroom that ensured students with disabilities, as well as other
marginalized groups, equal access to education (Gartner & Lipsky, 1987; Yell, Rogers, &
Lodge-Rogers, 1998). Brown v. Board of Education is most well known as a civil rights case that
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gave African American children equal access to education, but it also provided the same rights to
students with disabilities (Crissey, 1975; Stainback, 2000; & Yell et al., 1998). By ruling that
segregation based solely on characteristics such as race, gender, and disability was
unconstitutional, the standard was set that separate was not equal. This concept led to what was
later known as a free appropriate public education (FAPE).
The Kennedy family was also crucial in helping people with disabilities gain equal rights.
Joe and Rose Kennedy, parents of President John F. Kennedy, had their third child, a daughter
named Rosemary, in 1918. Like most families during that time, they felt shame and kept
Rosemary hidden away as much as possible because she had an intellectual disability. After she
turned 23, her father had doctors perform a frontal lobotomy which left her severely disabled for
the remainder of her life. Her parents abandoned her in an institution in Wisconsin. After their
father Joe had a severe stroke, the Kennedy family disclosed to the public that Rosemary was
mentally retarded, and they began visiting her and including her in family events and gatherings
(Larson, 2016).
Her sister Eunice Kennedy Shriver proved to be a champion for Rosemary and others
with disabilities. She first published Rosemary’s story in the Saturday Evening Post (1962).
Shriver used her story as an opportunity to highlight the prevalence of intellectual disability and
how any family could have a child with this disability, and the stigma of this needed to
disappear. She continued by highlighting the potential of people with intellectual disabilities and
showcasing various programs that had reached success at employing individuals with disabilities.
She concluded the article by encouraging individuals and civic groups to help those with
disabilities and gave suggestions for how this may be accomplished.
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Shriver also used her political influence to further the cause for people with disabilities.
She urged her brother, President John F. Kennedy, to provide money for research on intellectual
disabilities and teacher training. He went on to create the President’s Panel on Mental
Retardation in 1961, with its main purpose being to study intellectual disabilities and make
recommendations for government action. He also founded the National Institute of Child Health
and Human Development in 1962. The focus of this organization was to research children’s
health issues, including intellectual disabilities (Spaulding & Pratt, 2015). Eunice Kennedy
Shriver spent most of her adult life working to make life better for people with intellectual
disabilities, but one of her most well-known accomplishments was the founding of Special
Olympics in l968 (Out of the Shadows, 2018).
The political and social climate was obviously changing in favor of people with
disabilities. The stigma of having a child with a disability was diminishing, and parent advocacy
groups were being formed across the country. These parent groups found a staunch advocate in a
man named Gunner Dybwald who challenged the legal system to bring about even more rights to
people with disabilities. He provided expert testimony in 1972 for the Pennsylvania Association
for Retarded Children (PARC) in a lawsuit against the state of Pennsylvania (PARC v.
Commonwealth of Pennsylvania). PARC won this lawsuit which resulted in the end of state laws
used to exclude students with disabilities from public schools. Dybwald (1962) argued that there
must first be the belief that every human being has the potential to learn and then the conviction
that everyone has a right to an education that meets his/her individual needs. The PARC decision
was reinforced later that same year by another case, Mills v. Board of Education of the District of
Columbia (1972). This case signified that no child could be removed from the public-school
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setting and into a separate setting without having due process proceedings before the change of
placement.
The change in societal views naturally led to the normalization and deinstitutionalization
movements, inspired by Wolf Wolfensberger. Normalization emphasized the inclusion of people
with disabilities into society where they would live a normal life with the ability to make choices
and live, work, and play in normal surroundings (Winzer, 1998). Wolfensberger’s views
eventually led to the movement of deinstitutionalization where people where moved out of
institutions and into smaller community-based homes. As a result of both movements, people
with disabilities became part of the community resulting in greater acceptance leading to more
dignified lives (Trent, 1994 & Carey, 2010).
Special Education and Transition Law
Beginning with Brown vs. Board of Education (1954), there have been numerous pieces
of legislation enacted with the goal of increasing rights and improving conditions for students
with disabilities in public schools. The Elementary and Secondary Education Act of 1965
(ESEA; Public Law 89-10) was the first law to give states direct aid from the federal
government. States were to use these funds to help students in poverty as well as students in the
state schools for the deaf, blind, and mentally retarded. This law also created the Bureau of
Education for the Handicapped, known today at the Office of Special Education Programs
(OSEP). This Act signaled the first of many positive changes in laws concerning the education of
students with disabilities.
An important piece of legislation dealing more with employment issues concerning
people with disabilities is The Rehabilitation Act of 1973 (PL 93-112). This act was previously
known as the Vocational Rehabilitation Act of 1918 (PL-65-178). Under the renamed version of
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this law, people with severe disabilities were given priority and had to be served, and
discrimination against people with disabilities was prohibited in any type of federal program,
programs receiving federal assistance, federal employment, or employment by federal
contractors. The law also provided reasonable accommodations on the job for those with
disabilities who were otherwise qualified. This act received amendments in 1978, 1986, and
1992 that provided independent living centers, vocational counseling, and increased
opportunities for supported employment with competitive employment being the goal.
The Rehabilitation Act Amendments of 1998 (PL 105-220) offer guidelines for
Vocational Rehabilitation (VR) programs. Federal money is distributed and matched by each
state to provide employment assistance to people with disabilities. Local education agencies and
the VR program work together to provide services to students transitioning from high school into
employment or postsecondary education. Additional supports such as assessment of employment
needs, job placement, social skills instruction, and independent living skills are offered as
necessary to assist people in gaining and maintaining employment. The act also requires support
services for adults with disabilities who may need employment services.
The next major piece of education legislation that would forever change the lives of
students with disabilities was The Education For All Handicapped Children Act (PL 94-142),
signed into law by President Gerald Ford in 1975. This law ensured a free and appropriate public
education (FAPE) for all students with disabilities that included special education and related
services such as speech, occupational therapy, and vision services. It also required each student
found to have a disability receive an Individualized Education Plan (IEP) that addressed the
student’s program of study including measurable goals and objectives. Parents were also given
the right to inspect their child’s records and request changes to the records. Schools were
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required to notify parents of any changes in placement, and parents had the right to challenge
those changes as well. Students with disabilities were to be placed in the least restrictive
environment where they could achieve academic success.
In 1990, The Education For All Handicapped Children Act was amended, and in order to
reflect person-first language, the name changed to The Individuals with Disabilities Education
Act (IDEA; PL 101-476). This act mandated, for the first time, that all IEPs include a transition
plan to begin no later than age sixteen. Before these amendments, the obligation of the school
district to provide transition services for students with disabilities was limited. Typically,
government agencies assumed responsibility for providing services to assist students with
transitioning into life after school (Oberman, 2012). In addition to transition requirements, two
new disability categories were added, traumatic brain injury and autism, and greater accessibility
to assistive technology was made available. This same amendment was amended once again in
1997 to become the Individuals with Disabilities Education Act (PL 105-17). This latest
amendment primarily addressed the IEP requirements to address and improve student
achievement. Changes included specified members to be included on the IEP team, documented
methods by which IEP goals would be met, and mandatory reporting of progress on IEP goals to
parents. Additionally, the IEP had to be revised when students did not make adequate progress
on program goals, and schools had to report on the performance and progress of all students.
The latest piece of special education legislation, The Individuals with Disabilities
Education Improvement Act (IDEA 2004; PL 108-446), an amendment and reauthorization of
IDEA, brought about additional changes for special education, especially in the area of
accountability for positive results. Eligibility requirements for special education were changed in
such a way that students had to be given the opportunity to respond to research-based
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intervention as part of their evaluation. This intervention is known as response to intervention
(RTI) and is designed to identify students’ academic areas of difficulty in the early years and link
appropriate evidence-based instruction to meet their needs. IEPs had to be written to show
research-based strategies and programs were being used to improve student achievement for
those students already identified with disabilities. In IDEA (2004) transition is defined as a
coordinated set of activities for a child with a disability that:
(A) Is designed within a results-oriented process, that is focused on improving the
academics and functional achievement of the child with a disability to facilitate the
child’s movement from school to post-school activities, including postsecondary
education, vocational education, integrated employment (including supported
employment), continuing adult education, adult services, independent living, or
community participation;
(B) Is based on the individual child’s needs, taking into account the child’s strengths,
preferences, and interests; and
(C) Includes instruction, related services, community experiences, the development of
employment and other post-school adult living objectives, and, when appropriate,
acquisition of daily living skills and functional vocational evaluation (34 C.F.R.
300.43[a]; 20 U.S.C. 1401[34]).
Along with this reauthorization, the U.S. Department of Education via the Office of
Special Education Programs required each state to develop 6-year performance plans around 20
indicators. The plans had to be submitted each year beginning in February 2007 in the form of
Annual Performance Reports. Indicator 13 and Indicator 14 are the two indicators that relate
directly to transition services. Indicator 13 relates specifically to students of transition age.
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Percent of youth with IEPs aged 16 and above with an IEP that includes appropriate
measurable postsecondary goals that are annually updated and based upon an ageappropriate transition assessment, transition services, including courses of study, that
will reasonably enable the student to meet those postsecondary goals and annual IEP
goals related to the student’s transition service needs. There also must be evidence
that the student was invited to the IEP team meeting where transition services are to be
addressed and evidence that, if appropriate, a representative of any participating agency
was invited to the IEP Team meeting with the prior consent of the parent or student who
has reached the age of majority (20 U.S.C. 1416[A][3][B]).
Indicator 14 is concerned with the postsecondary education and/or competitive employment
outcomes of students with disabilities within one year after they exit high school. The United
States Department of Education (USDOE) funded two research studies fifteen years apart that
aimed to explore the very issues described in Indicator 14 as well as other matters concerning
postsecondary transition.
The National Longitudinal Transition Study
The National Longitudinal Transition Study (NLTS) was commissioned in 1985 to
explore the employment, education, and independent living outcomes for young people with
disabilities who had exited high school. This was a six-year study of more than 8,000 students
with disabilities between the ages of thirteen and twenty-one at the onset of the study. The NLTS
was given in two waves from 1985 to 1990 and examined data in the four outcome areas of
employment, postsecondary education, hourly wages, and residential independence. The data
was collected via parent/youth interviews, school records, a survey of secondary special
education programs, and a survey of non-respondents. Blackorby and Wagner (1996) reported
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that students with disabilities ranked behind their typical peers in all four outcome areas. They
found that one important difference existed in the lower levels of educational attainment for
students with disabilities. This area is of particular concern as lower educational attainment often
results in fewer employment opportunities and decreased wages in the future. This trend
perpetuates the employment and earnings gap between those with and without disabilities.
In 2000, the USDOE authorized a follow-up study, the National Longitudinal Transition
Study 2 (NLTS-2) that examined a nationally representative sample of 11,270 young people with
numerous types of disabilities over a ten-year period. Students in this study were between the
ages of thirteen and sixteen at the onset of the investigation, and all were receiving special
education services. The objective of the NLTS-2 study was to gather data on areas of transition
such as employment, postsecondary education, successful community engagement, household
circumstances, and social and community involvement (Newman, Wagner, Huang et al., 2011).
A total of five surveys were administered, the first beginning in 2001 and the final ending in
2009. The study informed on the characteristics, experiences, and outcomes for this
representative group of students (Newman, Wagner, Cometo, Knokey, and Shaver, 2010).
Kellems and Morningstar (2010) report that results of the NLTS-2 yielded the following
information:
1. Forty-five percent of young people with disabilities enrolled in postsecondary programs
while fifty-three percent of their typical peers enrolled in postsecondary programs.
2. Fifty-seven percent of young people with disabilities were employed after leaving high
school while sixty-six percent of their typical peers were employed after leaving high
school.
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3. Forty-six percent of young people with disabilities had checking accounts while sixtyeight percent of their typical peers had checking accounts.
4. Twenty-eight percent of students with disabilities had credit cards while fifty percent of
their typical peers had credit cards.
Newman et al. (2010) reported on the comparisons in the characteristics, experiences, and
outcomes of transition-age youth with disabilities between the time of the NLTS and the NLTS2. The report focuses only on the subset of young adults who had been out of high school for up
to four years and asks the questions of how they compare with one another between the times of
the NLTS and the NLTS-2 and how they compare with youth in the general population.
Comparisons were made in the key domains of postsecondary education, employment rates and
job characteristics, overall engagement in the community, living arrangements, and social
involvement.
In their examination of the NLTS and NLTS-2 data, Newman et al. (2010) found that
enrollment in postsecondary education has become increasingly prevalent. In 1990, only 26% of
young adults with disabilities were reported to have ever enrolled in a postsecondary school
while statistics improved in 2005 with 46% reported to have enrolled. The same dramatic
improvements between 1990 and 2005 were not seen in the area of employment. In 1990, 62% of
youth with disabilities were employed while 56% were employed in 2005. Interestingly, young
adults with disabilities were almost twice as likely to receive paid vacation and sick leave in
1990 than in 2005. The rate of independent living, marriage, and parenting were found to have
no significant differences between 1990 and 2005, but the areas involving financial
independence varied substantially. In 1990, 44% of young adults with disabilities had a savings
account and 25% had a checking account while in 2005, 56% had a savings account and 47%
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had a checking account. There were no significant differences between young adults with
disabilities in 1990 and 2005 in the areas of involvement in extracurricular community groups
and rates of obtaining a driver’s license. However, differences were seen in the participation in
volunteer or community service with 13% being involved in such activities in 1990 and 25%
being involved in 2005. Voter registration also increased with 53% of young people with
disabilities being registered in 1990 and 67% being registered in 2005.
In 2012 the United States Department of Education (USDE) sponsored a third NLTS
project, the NLTS 2012. The study was mandated by Congress to study IDEA 2004 which
included an increased focus on transition for youth with disabilities, and these students comprise
12% of all secondary students. There has also been great change in the educational, social, and
economic landscapes for these students since the NLTS-2 was conducted. Given these changes,
it was important to once again explore how the experiences of students with IEPs compare to
other students without IEPs as well as how they compare to their counterparts from 2003.
Researchers surveyed around 13,000 parents and students from 400 school districts across the
country between 2012 and 2013. The students were between the ages of 13 and 21 years old and
in grades 7 to 12, and 81% had IEPs. There are plans to measure postsecondary outcomes, but
data have not been compiled.
Lipscomb (2018) describes the key findings for how youth with an IEP compare to others
and to their 1983 predecessors as follows:
1. Youth with IEPs are more socioeconomically disadvantaged than youth without an IEP as
well as those in 1983.
2. Gender, racial, and ethnic makeup went unchanged from 2003 to 2012.
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3. Students with IEPs have a similar positive view of school as students without IEPs, but
they are less engaged. There was, however, an improvement in student engagement in
students with IEPs in 2012 as compared to 2003.
4. Students with IEPs have greater academic difficulties than their peers, yet their receipt of
school services has increased since 2003.
5. Students with IEPs are not as prepared for college and careers as students without IEPs,
and they are not as likely as students in 2003 to discuss transition plans with school staff.
6. The disability groups found most at-risk for success in life after high school are students
with intellectual disability, autism, deaf-blindness, multiple disabilities, and orthopedic
impairments.
Results of this most recent study are meant to inform on the areas of transition that need the
greatest amount of focus. This will help school districts offer services that will better meet the
unique needs of students with disabilities.
Transition Models
The transition from high school to postsecondary education, employment and community
living are often too difficult to navigate alone. For this reason, the federal government
recognized the need for intense focus on transition services for students with disabilities.
Researchers, policymakers, and others who have worked with youth with disabilities have also
understood the importance as well as the complexity of the transition process, and various
models of transition have been developed and implemented for more than 50 years (Halpern,
1985; Will, l985; Brolin, 1992; Blackorby & Wagner, 1996; Kohler, 1996; & Furney, Hasazi, &
Destefano, 1997). One of the first collaborative, interdisciplinary efforts to improve transition for
students with disabilities took place in 1968. Representatives from various disciplines met at a
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conference held by the Western Interstate Commission for Higher Education. The goal of the
conference was to foster agreement between special education and rehabilitation services and to
recognize the significance of “planning toward an effective and comprehensive program between
special education and VR during the transitional period of the child’s life from the more formal
training of the classroom to work activities in the labor community” (Hensley & Buck, 1968,
p.33). This conference served as a foundation to many other discussions, publications, and
models that would later occur with the goal of improving post-secondary transition outcomes for
students with disabilities. Various models of transition have been proposed since this time, yet
students with disabilities continue to struggle with transition; therefore, it is important to
examine past and present models to determine their levels of implementation and effectiveness.
Bridges Model
In the 1980s researchers such as Hasazi, Gordon, & Roe (1985) conducted surveys which
showed that high percentages of students with disabilities were graduating high school and
having little success in finding employment. Policy makers took notice and were concerned. One
policy maker who was especially concerned was Madeleine Will. She was not only the Assistant
Secretary for the Office of Special Education and Rehabilitative Services (OSERS), but she was
also the mother of a son with Down’s Syndrome. In a position paper written on behalf of
OSERS, Will (1985) defined the transition from school to work as
an outcome-oriented process encompassing a broad array of services and experiences that
lead to employment. Transition is a period that includes high school, the point of
graduation, additional PSE or adult services, and the initial years of employment.
transition is a bridge between the security and structure offered by the school and the
opportunities and risks of adult life (p. 2).

29

Will went on to explain that “any bridge requires both a solid span and secure foundation at
either end” (Will, 1985, p.1). She used this quote as an analogy for her Bridges Model, a model
she developed to improve employment outcomes for students with disabilities. Will asserted that
traditional career education used for typical students was not sufficient for students with
disabilities. She stressed the fact that services and experiences leading to employment varied
greatly among individual students and required special linking services (Will, 1985). In her
Bridges Model, Will conceptualized three bridges to support students in their transition from
school to employment.
The first bridge, No Special Services, referred to services available to anyone such as
trade schools and community colleges. The second bridge, Time-Limited Services, included
short-term services to help people with disabilities obtain employment. Vocational Rehabilitation
(VR) is an example of an agency that would provide this service. The third bridge was Ongoing
Services. This bridge was for individuals who would likely require life-long services provided by
agencies such as IDD Medicaid Waiver. The main emphasis of Will’s Bridges Model was
helping students with disabilities transition from school to employment; however, Andrew
Halpern expanded on her model a year later in 1985.
Halpern’s Model
Where Madeleine Will focused solely on the transition from school to employment,
Halpern felt the Will’s model should be broadened to focus on non-vocational transition
outcomes, such as community living, that were equally important to the future success of
students with disabilities. His definition of transition states:
Transition refers to a change in status from behaving primarily as a student to assuming
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emergent adult roles in the community. These roles include employment, participating in
post-secondary education, maintaining a home, becoming appropriately involved in the
community, and experiencing satisfactory personal and social relationships. The process
of enhancing transition involves the participation and coordination of school programs,
adult service agencies, and natural supports within the community. The foundations of
transition should be laid during the elementary and middle school years, guided by the
broad concept of career development. Transition planning should begin no later than age
14, and students should be encouraged, to the full extent of their capabilities, to assume a
Maximum amount of responsibility for such planning (Cobb & Alwell, 2009, p. 116).
Halpern focused on employment services, but he also brought attention to other elements of
transition that are crucial to successful adult life (Baer, Flexer, & Dennis, 2007). The Council for
Exceptional Children’s (CEC) Division of Career Development and Transition (DCDT) later
implemented Halpern’s definition of transition, and this definition offered “important theoretical
and practical background for the transition language that appeared in the amendments to the
IDEA in 1997 and 2004” (Cobb & Alwell, 2009, p. 71).
Halpern’s revised model was comprised of the areas of residential environment,
employment, and social and interpersonal networks with community adjustment as the ultimate
goal of transition services. “If any of the three pillars are inadequate and do not carry their own
weight, then the entire structure is in danger of collapse, and a person’s ability to live in the
community is threatened” (Morgan & Riesen, 2016, pp. 480-481). The purpose of Halpern’s
transition model is to go beyond Will’s model by stressing the understanding that being a
successful adult was not just having a job and being a good worker or employee.

31

Kohler’s Taxonomy for Transition Programming
Paula Kohler (1996) developed the Taxonomy for Transition Programming in order to
provide a more comprehensive organization for the delivery of transition services. Her taxonomy
is based on the understanding that transition involves ALL possible adult roles, responsibilities,
settings, and activities as it places greater emphasis on the process of transition as opposed to the
goals and outcomes of transition. Kohler’s model places transition services into five categories:
Student-Focused Planning, Student Development, Interagency Collaboration, Family
Involvement, and Program Structure. Morgan & Riesen (2016) describe Kohler’s model as
interactive and as having a collective impact on the effectiveness of the transition process. They
assert that “Transition professionals can use the taxonomy as a framework for designing
comprehensive transition education” (p. 65).
Kohler, Gothberg, Fowler, & Coyle (2016) built upon Kohler’s 1996 model with the
publishing of the Taxonomy for Transition Programming 2.0 which “provides concrete
practices—identified from effective programs and the research literature—for implementing
transition-focused education” (p. 2). Kohler et al. (2016) maintain that transition practices
research over the past three decades has shown that students with disabilities have better postschool outcomes when educators, families, students, and community members and agencies
work together to provide a transition-focused education. The updated taxonomy continues to
have the same five categories as the 1996 model, but updated practices have been added as
research has substantiated them. The five components of transition programming are not listed as
a hierarchy. Instead, it may be seen as a circle with each of the five components being equal in
importance.
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Student-Focused Planning, one of the five components of the taxonomy, seeks to
encourage individualism in transition programming through three sub-components. The first subcomponent is IEP Development which focuses on individualized goals and objectives across a
variety of areas such as training and education, recreation, and community. It also focuses on the
personal needs of the student such as financial, guardianship, and medical issues. A second subcategory is Planning Strategies which places emphasis on the importance of student-centered
transition planning. Planning begins no later than age 14, relevant stake holders are identified,
appropriate transition assessments are used, and referrals to appropriate agencies are made before
the student graduates. The last subcomponent is Student Participation which highlights the
importance of self-determination for students. The student and the student’s family are critical
members of the planning team and are expected to drive the decisions made by the team.
Students should be prepared to evaluate their own progress and their participation in the meeting.
Overall, these ideas of self-determination have proven to be essential for future student success
(Martin & Marshall, 1995 & Wehmeyer & Lawrence, 1995).
Student Development is a second component of the taxonomy and is made up of six subcomponents including Assessment; Academic Skills; Life, Social, and Emotional Skills;
Employment and Occupational Skills; Student Supports; and Instructional Context. The
Assessment sub-component maintains that students’ academic instruction and curricular
decisions are driven by formative assessments. Accommodations should be provided, and results
of assessments should be shared with students to ensure proper remediation takes place. The
Academic Skills sub-component advises that curricula prepare students for college and careers,
and academic skills such as decoding, comprehension, and computation be developed as fully as
possible. Academic strategies such as learning strategies and study skills, and academic
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behaviors such as class participation and organization, should be acquired and improved upon if
needed. Life, Social, and Emotional Skills pertains to areas such as independent living skills,
interpersonal skills, leisure skills, social skills, and transportation skills. Self-determination skills
and autonomy should be fostered and supported. Research has indicated that students need much
more than employability skills to be successful. They often lack the life, social and interpersonal
skills necessary to find success both in the work force and in their personal lives (Clark, Field,
Patton, Brolin, & Sitlington, 1994; Shogren, Shaw, & Little, 2016). Employment and
Occupational Skills is the fourth sub-component of Student Development. It focuses on career
planning with an emphasis on career technical education (CTE), employment seeking skills,
employment skill development in authentic settings, paid work experiences, and job placement
services. The emphasis on CTE was substantiated by studies such as the one conducted by
Wagner, Newman, & Javitz (2016) that found students having four or more credits of CTE in
high school was positively related to youth attaining full-time employment up to two years out of
high school. The next sub-component, Student Supports, provides for related services; functional
communication systems, including assistive technology; environmental adaptations; counseling
services and adult supports; information and supports for college entry; and supports provided by
community-based program providers. The final sub-component, Instructional Context addresses
the importance of co-curricular, extra-curricular, and community activities such as band, clubs,
sports, and church groups to encourage student development. Service learning is also valued as it
can promote skills to solve real-world problems. Instruction should also be relevant and rigorous,
and it should take place, when appropriate, in the general education setting using Universal
Design for Learning (UDL) as much as possible. Finally, this sub-component advises
recognizing and celebrating student accomplishments.
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A third component of the taxonomy is Interagency Collaboration which has two subcomponents, Collaborative Framework and Collaborative Service Delivery that expand on how
schools and outside agencies should coordinate and share services. The Collaborative
Framework stresses formal interagency agreements with clearly articulated responsibilities for
all parties involved in the student’s transition plan. Clear methods of communication and sharing
of information are important along with cross-agency professional development.
Interdisciplinary and interagency policy and procedures should be evaluated annually.
Collaborative Service Delivery basically outlines the process for planning, requesting
information, disseminating assessment data, and delivering transition-related services in a
collaborative manner among all parties involved in the transition process. Papay & Bambara
(2014) substantiate interagency collaboration as an indicator of successful employment outcomes
for students with disabilities after high school graduation.
The next component of the taxonomy is Family Engagement which has three subcomponents that emphasize the value of the family in the transition planning process and a
variety of methods to help empower and prepare families to take on their crucial role as equal
members of the transition team. The first sub-component, Family Involvement, includes family
members’ participation in the entire transition planning process, service delivery, natural support
network, and program policy development. The families’ cultural background, knowledge of,
and experience with their child informs the IEP, and this information can either be given orally
or in writing. Family Empowerment, the second sub-component, includes pre-IEP planning
activities, identifying family needs, providing childcare during transition meetings, and
developing methods to assist the student and their family with adult services and college
applications. The third sub-component, Family Preparation, aids families in learning to assist
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with self-determination, advocacy, and natural supports. Additionally, training is provided on
assessing agencies and services, facilitating community experiences, setting high expectations,
and handling legal issues. Results of a study conducted by Doren, Gau, & Lindstrom (2012)
indicated that parent expectations significantly predict both in-school and post-school education
and employment outcomes for youth with disabilities. Thompson, Fulk, & Piercy (2000) contend
that families must understand their roles in the decision-making process of transition planning to
be able to participate in the most meaningful ways.
Program Structure is the last component of the taxonomy and includes six subcomponents: Program Characteristics, Program Evaluation, Strategic Planning, Policies and
Procedures, Resource Development and Allocation, and School Climate. The first subcomponent, Program Characteristics, maintains that transitions take place across all educational
levels and relevant systems. Program options should meet individual needs, set high expectations
for students, and reflect the diversity of the community. Students should have access to
educational opportunities and receive increasingly intensive support as needed. Clearly defined
graduation requirements are explained to parents along with exit options and multiple pathways
to receiving a standard diploma. Program Evaluation, the next sub-component, involves ongoing
evaluation to develop and improve programs, and students and families play key roles in
evaluations. The evaluation process involves establishing a clear vision for evaluation and data
use, creating a data-driven culture in which data is used to monitor progress toward graduation,
and reviewing data to identify potential dropouts. Student withdraw data and post-school data are
reviewed and used for program planning. The third sub-component, Strategic Planning, is done
on a regular basis, involves multiple stakeholders, incorporates evidenced-based and promising
practice, uses needs assessments to determine programs and services, and includes evaluation
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planning. The strategic document should also be evaluated for technical soundness. The fourth
sub-component, Policies and Procedures, provides support for the implementation of evidencebased and promising practices (EBPP) for transition. These policies and procedures should foster
a positive school climate, provide the structure and process for the program, and align with the
policies and procedures of other providers as much as possible. The fifth sub-component is
Resource Development and Allocation. This sub-component basically calls for the hiring and
retention of high-quality staff that implements EBPP and are provided with professional
development, coaching, and feedback. Employee relations services should be provided to staff as
well as personal development in the areas of knowledge and skill development, culturally
responsive planning with families, and the creation of a positive school climate. This leads into
the last sub-component, School Climate. A positive school climate is one that values trust and
fairness, has clearly defined expectations, has programs to improve student behavior and social
skills, is welcoming to all, and provides a personalized learning environment. The school climate
should help students feel safe and connected to the school by providing a culturally responsive
environment. This is monitored, and students who are identified to be at risk for dropping out of
school are assigned an adult advocate.
The Taxonomy 2.0 factors in the most recent literature supporting predictors of postsecondary success for students with disabilities. It includes strategies to increase graduation
rates, decrease dropout rates, and foster positive school climate. It also stresses the importance of
vocational rehabilitation services in helping students transition successfully into college and
careers (Kohler et al., 2016).
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Evidence-Based Practices
The Education for all Handicapped Children Act (EHA) first placed best practice in
transition services in the spotlight. Since that time, much research has been done to inform the
field of evidence-based practices (EBP). In fact, a central focus of special education has been the
use of evidence-based education, evidence-based decision making, and EBPs specific to
secondary transition (Torres, Farley, & Cook, 2014). Garcia and Davis (2019) describe
Evidence-based practices as strategies and approaches that are proven by research that lead to
improved educational outcomes. Evidence-based practices may be found throughout the Every
Student Succeeds Act (ESSA) 2015. ESSA requires educators to use these practices in the
classroom and in improvement plans for low-performing schools.
Cobb and Alwell (2009) conducted a review of studies on transitions that had three
distinct areas of focus: (a) transition planning/coordinating interventions, (b) transition or
transition-related outcomes, and (c) sample of secondary-aged youth with disabilities. Before
these studies were incorporated into Cobb and Alwell’s research, they had to meet the recently
enacted federal research standards. In their research, they found that student-focused planning
was a promising area for successful transition outcomes for students with disabilities. Students
want to feel they are being listened to and that they are a valued member of the IEP team. They
also found that students were spending too much time on homework and trying to stay caught up
rather than learning how to learn. Another conclusion drawn from the research was that students
need real work experiences that focus on socialization skills, and career planning should focus on
specific job skills (Cobb & Alwell, 2009).
Developing and locating specific strategies for individual students within each of the
transition areas is crucial for postsecondary success. However, it is impossible to help people
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with disabilities do well in the workplace, in postsecondary education, in the community, and at
home without knowing which practices work and which do not. “There needs to be credible
evidence that can be measured, replicated, and evaluated on the major elements that comprise the
transition from school to adulthood process” (Wehman, 2013, p.22). Fortunately, there have been
numerous researchers over the past decade who have provided leadership in this area (Eaves,
Rabren, & Hall, 2011). Kohler (1993); Kohler and Field (2003); Test, Fowler, et al., (2009), and
Landmark, Ju, and Zhang (2010) are some of the researchers who have evaluated practices to
determine which practices have limited, moderate, or strong evidence of being successful
(Wehman, 2013).
As the focus increased on the importance of transition and evidence-based practices in
the services provided to youth with disabilities, states and local education agencies needed
assistance. The U.S. Department of Education’s Office of Special Education Programming and
the Rehabilitation Services Administration funded the National Secondary Transition Technical
Assistance Center. The name has since been changed to the National Technical Assistance
Center on Transition (NTACT). The goal of NTACT (2019) is to provide technical assistance to
service providers in employing evidence-based and promising practices, thereby ensuring that all
students with disabilities are prepared to succeed in postsecondary education and employment
(USDE, 2017).
Evidence-Based Predictors for Improving Postschool Outcomes
“If we could identify factors, or predictor variables (i.e., knowledge, skills, and
activities) relating to the future success of young adults with disabilities, then we could promote
programs using those factors to improve transition practices (Morgan and Riesen, 2016, p.32). In
order to meet this challenge, NSTTAC conducted two literature reviews. The first literature
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review sought to identify evidence-based practices using experimental studies that employed
techniques such as (a) teaching life skills using community-based instruction, (b) teaching
purchasing skills, and (c) teaching functional reading skills (Test, Mazzotti et al., 2009). Kohler’s
Taxonomy for Transition Programming (1996) was used to categorize these practices. The
following criteria had to be met for studies to be included in the review:
(a) Published between 1984 and March 2008, (b) included at least one student with a
disability as defined by the Individual with Disabilities Educational Improvement Act
of 2004 and Section 504 of the Rehabilitation Act of 1973 who received education
services through a local education agency in a non-elementary and non-secondary
school setting, inclusive of ages 11 to 22 years, and (c) included independent variable
or dependent variables aligned with one of the five areas of the Taxonomy for
Transition Programming (Kohler, 1996) or clearly linked to a post-secondary
outcome (Test & Cook, 2012).
This literature review revealed 32 secondary transition evidenced-based best practices. Studentfocused planning and program development each had three practices identified to have a
moderate level of evidence. Student development had twenty-five practices, family involvement
had one practice, and interagency collaboration had no evidence-based practices (Test & Cook,
2012).
Test, Mazzotti et al. (2009) found the need for a second literature review of correlational
research in secondary transition to identify evidence-based predictors that are correlated with
improved postschool outcomes in education, employment, and/or independent living as the
experimental literature had not measured the impact of these skills on postschool outcomes. The
original search for studies that met the initial criteria resulted in 162 articles; however, the
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studies to be included in the review had to have “(a) predictor variables related to a secondary
transition program or practice and (b) outcome variables related to postschool education,
employment, and independent living” (Test, Mazzotti et al., 2009).
After further review to evaluate the quality of evidence using a checklist for correlational
research, 22 studies met the rigorous requirements to be considered for investigating the
relationship between transition outcomes and predictor variables. Of these 22 studies, 19 were a
priori studies and 3 were exploratory studies. Included in all 22 studies were 26,480 participants
of transition age, and out of this investigation, 16 evidenced-based predictors were found to
correlate with improvement in postschool outcomes in postsecondary education, employment,
and/or independent living. The 16 evidence-based predictors identified were career awareness,
community experiences, exit exam requirements/high school diploma status, inclusion in general
education, interagency collaboration, occupational courses, paid employment/work experience,
parental involvement, program of study, self-advocacy/self-determination, self-care/independent
living, social skills, student support, transition program, vocational education, and work study
(Test, Mazzotti et al., 2009).
“Of the 16 predictor categories identified in this review, 11 significantly correlated with
postschool education, 5 with postschool independent living, and all 16 predictor categories
significantly correlated with postschool employment” (Test, Mazzotti et al., 2009, pg. 170). They
further disaggregated the data by revealing that inclusion in general education, employment/work
experience, self-care/independent living skills, and student support predicted improved outcomes
in all three postschool outcome areas. Career awareness, interagency collaboration, occupational
courses, self-advocacy/self-determination, social skills, transition program, and vocational
education were predictors of improved outcomes for postschool employment and education.
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Community experiences exit exam requirement/high school diploma status, parental
involvement, program of study, and work study where shown to improve outcomes only in the
area of postschool employment. According to the evidence found in the review, the predictors
were assigned a category of strong, moderate or potential prediction for the three outcome areas.
No strong predictors were found. However, the highest ranked predictor with moderate potential
for all three outcome areas was inclusion in general education. Following closely behind with
moderate potential in at least two outcome areas were vocational education, paid
employment/work experience, and parent expectations (Morgan & Riesen, 2016).
The 16 predictors were defined within the original research of the studies that established
them. “Unfortunately, the descriptions of the predictors, as published in empirical research, lack
the details necessary for educators and practitioners to develop, implement, or evaluate local
programs aligned with the synthesized predictor research” (Rowe et al., 2015, p. 113). Teachers,
administrators, and policy makers were left to speculate whether their programs were truly
aligned with the predictor outcomes described in the literature. To alleviate this problem, Rowe
et al. (2015) conducted a Delphi study with the purpose of reaching a consensus on the
operational definition of each predictor of post-school success and identifying and reaching a
consensus on the program characteristics for each predictor of postschool success. The experts in
(Rowe et al., 2015) agreed on the following definitions:
•

Career Awareness: Career awareness is learning about opportunities, education, and skills
needed in various occupational pathways to choose a career that matches one’s strengths
and interests.

•

Occupational Courses: Occupational courses are individual courses that support career
awareness, allow or enable students to explore various career pathways, develop
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occupational specific skills through instruction, and experiences focused on their desired
employment goals.
•

Paid Employment/Work Experience: Work experience is any activity that places the
student in an authentic workplace, and could include work sampling, job shadowing,
internships, apprenticeships, and paid employment. Paid employment can include
existing standard jobs in a company/organization or customized work assignments
negotiated with the employer, but these activities always feature competitive pay (e.g.,
minimum wage) paid directly to the student by the employer.

•

Vocational Education: Vocational education is a sequence of courses that prepares
students for a specific job or career at various levels from trade or craft positions to
technical, business, or professional careers.

•

Work Study: A work study program is a specified sequence of work skills instruction and
experiences designed to develop students’ work attitudes and general work behaviors by
providing students with mutually supportive and integrated academic and vocational
instruction.

•

Community Experiences: Community experiences are activities occurring outside the
school setting, supported with in-class instruction, where students apply academic, social,
and/or general work behaviors and skills.

•

Exit Exam Requirements/high school diploma status: Exit exams are standardized state
tests, assessing single content area (e.g., algebra, English) or multiple skill areas, with
specified levels of proficiency that students must pass to obtain a high school diploma.
Diploma status is achieved by completing the requirements of the state awarding the
diploma including the completion of necessary core curriculum credits.
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•

Inclusion in General Education: Inclusion in general education requires students with
disabilities to have access to general education curriculum and be engaged in regular
education classes with peers without disabilities.

•

Program of Study: A program of study is an individualized set of courses, experiences,
and curriculum designed to develop students’ academic and functional achievement to
support the attainment of students’ desired post-school goals.

•

Self-Determination/Self-Advocacy: Self-determination is the ability to make choices,
solve problems, set goals, evaluate options, take initiative to reach one’s goals, and
accept consequences of one’s actions.

•

Self-Care/Independent Living Skills: Self-care/independent living skills are skills
necessary for management of one’s personal self-care and daily independent living,
including the personal management skills needed to interact with others, daily living
skills, financial management skills, and the self-management of health care/wellness
needs.

•

Social Skills: Social skills are behaviors and attitudes that facilitate communication and
cooperation (e.g., social conventions, social problem solving when engaged in a social
interaction, body language, speaking, listening, responding, verbal and written
communication).

•

Interagency Collaboration: Interagency collaboration is a clear, purposeful, and carefully
designed process that promotes cross-agency, cross-program, and cross disciplinary
collaborative efforts leading to tangible transition outcomes for youth.
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•

Parental Involvement: Parental involvement means parents/families/guardian are active
and knowledgeable participants in all aspects of transition planning (e.g., decision
making, providing support, attending meetings, and advocating for their child).

•

Student Support: Student support is a network of people (e.g., family, friends, educators,
and adult service providers) who provide services and resources in multiple environments
to prepare students to obtain their annual transition and post-secondary goals aligned with
their preferences, interests, and needs.

•

Transition Program: A transition program prepares students to move from secondary
settings (e.g., middle school/high school) to adult life, utilizing comprehensive transition
planning and education that creates individualized opportunities, services, and supports to
help students achieve their postschool goals in education/training, employment, and
independent living. (pp. 120-123)
Since the completion of the Test, Mazzotti et al. (2009) review and the Delphi study

conducted by Rowe et al. (2015), the NLTS2 data has been released and researchers have
conducted numerous secondary analyses of these data (Mazzotti et al., 2016). As a result, a
systematic review of the latest literature was conducted with the purpose of (a) identifying
NLTS2 secondary analyses articles published since 2009, (b) further supporting the findings of
Test et al. by finding additional evidence to support the current in-school predictors of
postschool success, and (c) identifying any additional in-school predictors of post-school
predictors that may come to light in the latest research (Mazzotti et al., 2016). Eleven articles
met the requirements for quality criteria for correlational research and were used to further the
findings of Test, Mazzotti et al. (2009) study. Three of these studies were a piori and eight were
exploratory with a total sample population of 21,093.
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Results of this study added additional evidence to support nine of Test et al.’s predictors
which include career awareness, exit exam/high school diploma status, inclusion in general
education, paid employment/work experience, parent involvement, self-care/independent living
skills, social skills, vocational education, and work study. Although more evidence was added to
these predictors, all nine remained at a moderate level of evidence. This study also identified
four additional predictor outcomes: parent expectations, youth autonomy/decision making, goal
setting, and travel skills (Mazzoti et al., 2016). Operational definitions for each of the new
predictor outcomes identified by the authors of the studies reviewed are as follows:
•

Parent Expectations: Students with disabilities who had parents who expected their child
to attend postsecondary education were more likely to be engaged in post-school
education and were more likely to have more post-school social interactions. Students
with disabilities who had parents who expected their child to get a paid job and to be selfsupporting were more likely to be engaged in post-school employment and education.

•

Youth Autonomy/Decision Making: Students with disabilities, who exhibited more
autonomy and decision making (e.g., planned weekend activities, volunteered, made own
decisions, made long-range plans) were more likely to be engaged in post-school
education. Students with disabilities, who exhibited more autonomy and decision making
(e.g., planned school activities, made long-range plans, followed directions), were more
likely to be engaged in postschool employment.

•

Goal Setting: Students with disabilities’ participation in Individualized Education
Program (IEP) prevocational and vocational goal setting were more likely to be engaged
in post-school employment. Students with disabilities who had a post-school goal focused
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on attending a postsecondary college or university were more likely to be engaged in
post-school education.
•

Travel Skills: Students with disabilities who could travel independently outside the home
(e.g., school, local store, neighbor’s house), were more likely to be engaged in postschool employment (Mazzotti, 2016, pp. 200-201).
The identification of the 16 evidence-based secondary transition predictors for improving

postschool outcomes for students with disabilities (Test, Mazzotti et al., 2009), and the four
additional predictors identified by Mazzotti et al. (2016) through the secondary analyses of the
NLTS2 have served to narrow the focus on to programs that truly inform teachers and service
providers on how to best improve postschool outcomes for students with disabilities. The leg
work has been done and the evidence-based research to support effective transition programming
is easily obtained. Now that 20 predictors for improving postschool outcomes have been
identified and defined, and teachers now have the ability to align their instruction to research
findings that outline best practice, it is crucial to know the extent of teachers’ understanding and
usage of evidence-based transition practices with the students in their individual classrooms.
Teacher Perceptions and Knowledge of Effective Transition Practices
More and more demands have been placed on special education teachers during the last
couple decades. As previously discussed, The Individuals with Disabilities Education Act (1990)
mandated for the first time that all IEPs include a transition plan to begin no later than age
sixteen. Then, the Elementary and Secondary Education Act of 2001 (No Child Left Behind)
placed an increased focus on students with disabilities meeting the same academic standards as
their typical peers. This latest reauthorization of ESEA required even more accountability from
schools and teachers, and progress was measured through yearly standardized tests. Schools and
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teachers were held accountable by the punitive measures taken if they failed to meet Adequate
Yearly Progress (AYP). During that time, the emphasis on the general education curriculum
caused priorities such as transition planning to be pushed aside (Lazaroff, 2013).
Today’s special educators are responsible for writing IEPs, understanding pedagogy,
delivering instruction; monitoring progress; keeping up with the latest technology; and
collaborating with peers, students, parents, and outside agencies. With so many responsibilities,
it is understandable how they may feel less than prepared to write a transition plan and
implement the strategies and services involved in successful transitions for students. Despite an
overwhelming workload, all secondary special educators should be involved in transition
planning, so they must have the core knowledge that enables them to plan and deliver transition
services. According to Eggen & Kauchak (2012), to be considered expert teachers, educators
should have knowledge of the content, pedagogical content knowledge, general pedagogical
knowledge, and knowledge of learners and learning. Teachers are responsible for teaching
students a set of transition skills and guiding them through the transition process; therefore,
transition may be considered a content area. Teachers must have the knowledge of the content
and pedagogical content knowledge which includes the understanding of transition best practices
and how to implement the skills and strategies that support a successful transition for students.
Unfortunately, research shows that secondary special education teachers feel a lack of
preparation to address the transition needs of a majority of their students (DeFur & Taymans,
1995; Prater, et al., 2000). Knott & Asselin (1999) found that special education teachers have
sizeable gaps in knowledge and involvement in transition planning and service delivery
activities. Teachers had an overall understanding of transition issues and legal mandates, but they
reported having little understanding of and experience with interagency collaboration and the
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range of adult services, and employment related activities. A follow-up study by Morningstar &
Benitez (2013) discovered special educators must have training if they are to effectively use
transition interventions and services. “Professionals with formal transition training coursework
and high rates of professional development were more likely to implement transition practices”
(pg. 51). Before training can be provided, it is essential to ascertain teachers’ perceptions of their
abilities to provide transition services and their insights into the effectiveness of research-based
practices for effective transition.
Wasburn-Moses (2005) surveyed 191 secondary special education teachers in Michigan
to discover further insight into their daily work, school roles and responsibilities, students taught,
and the effectiveness of their teacher preparation. A rating scale and open-ended comments were
also used to study the teachers’ perceptions of transition programs. Only 37.3% of teachers rated
themselves as being effective in transition planning with many expressing concerns over areas
needing better coordination, training, planning time, and involvement. Most comments indicated
their transition planning skills needed improvement. Results also indicate that teachers have
concerns about collaborating with outside agencies, the lack of coordinated transition services
within their schools, and the lack of options for students. Wasburn-Moses stressed the role of the
inclusion of students with special needs into the general education classroom and the increased
focus on standards as interfering in the transition planning process.
Wandry et al. (2008) claim that knowledge, skills, and competencies in transition
planning are critical elements of any teacher preparation program. This belief led to a study
where they surveyed 196 teacher candidates from five different teacher education programs. The
survey included a pretest given before they had taken a course on transition and a posttest given
after the completion of the course. Students were surveyed on issues such as teacher preparation,
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implementation of transition services, and potential gaps in transition service delivery. Results of
the pretest found that teacher candidates felt parental involvement and student involvement were
the most important factors in a successful transition program. However, findings from the
posttest indicate that teacher candidates felt a lack of confidence in their knowledge and skills in
assessment, accountability, postschool outcomes, and student-focused planning. They also found
that inadequate staff to provide transition services was the number one barrier to a successful
transition followed by inadequate fiscal support, lack of teacher knowledge, and inadequate
parental involvement.
Benitez, et al. (2009) expressed a concern that poor transition outcomes for adults with
disabilities may be a result of special education teachers who are unprepared to plan and deliver
effective transition services. As a result, they conducted a research project that sampled special
education teachers in 31 states to determine their perceptions of their own transition
competencies, satisfaction with their transition training, and the amount of transition services
they deliver to students. Most educators ranked their overall sense of preparation as being
somewhat unprepared to somewhat prepared. Special educators also indicated they were
somewhat dissatisfied with their transition training and rarely to occasionally engage in transition
activities. The researchers recommend further study into how well special education teachers are
implementing transition services, especially considering that if teachers do not feel prepared and
are not satisfied with their training, then the quality of transition services will likely be poor.
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CHAPTER 3: RESEARCH METHODS
Introduction
Chapter three will provide a summary of the methods used for collecting data for the
study. The research design, population, participants, instrumentation, data collection procedures,
and data analysis will be discussed. This study proposes to examine special education teachers’
confidence in their abilities to promote the 20 evidence-based transition predictors and to gain
insight into their perception of the importance of each of the predictors. The National Technical
Assistance Center on Transition (NTACT) was developed through a federal grant to research
best practice in transition for youth with disabilities. Through extensive research and literature
reviews, NTACT has identified and defined the 20 predictors for post-school success utilized in
this study (Test, Mazzotti et al., 2009, Test & Cook, 2012, Rowe et al., 2015, & Mazzotti et al.,
2016).
Research Design
This study is based on a non-experimental quantitative data collection utilizing
descriptive survey research. The dependent variables in this study are teachers’ confidence in
their abilities to promote the 20 evidence-based transition predictors and their perception of the
importance of each of the predictors. Teacher demographics such as gender, years of experience
as a special education teacher, educational attainment, certification/licensure areas, and
categories of special education students taught are the independent variables. Additionally,
participant types of education and training are also independent variables.
Population and Participants
The population of this study is West Virginia high school special education teachers. The
participants were 130 high school special education teachers who teach either 9th, 10th, 11th, or
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12th grades in a total of 15 high schools across 6 West Virginia counties. The researcher emailed
a letter of explanation (Appendix B) to each county’s special education director. The email
solidified the director’s participation in the study and asked the directors to verify permission to
conduct the research study with a verification email (Appendix C). Each participant was emailed
the Informed Consent to Participate in a Research Study (Appendix D).
Instrumentation
The survey used for this study was constructed upon completion of a comprehensive
literature review and a thorough investigation of evidence-based practices to improve transition
outcomes for students with disabilities. The survey was evaluated during its development by a
university professor with expertise in educational research. The evidence-based practices to
improve transition outcomes for students with disabilities are based on three literature reviews
sponsored by NTACT. Test, Mazzotti et al. (2009) conducted the first two literature reviews, and
the first sixteen predictors of post school success for students with disabilities were identified.
The predictors along with their descriptions are as follows:
•

Career Awareness: Career awareness is learning about opportunities, education, and skills
needed in various occupational pathways to choose a career that matches one’s strengths
and interests.

•

Occupational Courses: Occupational courses are individual courses that support career
awareness, allow or enable students to explore various career pathways, develop
occupational specific skills through instruction, and experiences focused on their desired
employment goals.

•

Paid Employment/Work Experience: Work experience is any activity that places the
student in an authentic workplace, and could include work sampling, job shadowing,
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internships, apprenticeships, and paid employment. Paid employment can include
existing standard jobs in a company/organization or customized work assignments
negotiated with the employer, but these activities always feature competitive pay (e.g.,
minimum wage) paid directly to the student by the employer.
•

Vocational Education: Vocational education is a sequence of courses that prepares
students for a specific job or career at various levels from trade or craft positions to
technical, business, or professional careers.

•

Work Study: A work study program is a specified sequence of work skills instruction and
experiences designed to develop students’ work attitudes and general work behaviors by
providing students with mutually supportive and integrated academic and vocational
instruction.

•

Community Experiences: Community experiences are activities occurring outside the
school setting, supported with in-class instruction, where students apply academic, social,
and/or general work behaviors and skills.

•

Exit Exam Requirements/high school diploma status: Exit exams are standardized state
tests, assessing single content area (e.g., algebra, English) or multiple skill areas, with
specified levels of proficiency that students must pass to obtain a high school diploma.
Diploma status is achieved by completing the requirements of the state awarding the
diploma including the completion of necessary core curriculum credits.

•

Inclusion in General Education: Inclusion in general education requires students with
disabilities to have access to general education curriculum and be engaged in regular
education classes with peers without disabilities.
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•

Program of Study: A program of study is an individualized set of courses, experiences,
and curriculum designed to develop students’ academic and functional achievement to
support the attainment of students’ desired post-school goals.

•

Self-Determination/Self-Advocacy: Self-determination is the ability to make choices,
solve problems, set goals, evaluate options, take initiative to reach one’s goals, and
accept consequences of one’s actions.

•

Self-Care/Independent Living Skills: Self-care/independent living skills are skills
necessary for management of one’s personal self-care and daily independent living,
including the personal management skills needed to interact with others, daily living
skills, financial management skills, and the self-management of health care/wellness
needs.

•

Social Skills: Social skills are behaviors and attitudes that facilitate communication and
cooperation (e.g., social conventions, social problem solving when engaged in a social
interaction, body language, speaking, listening, responding, verbal and written
communication).

•

Interagency Collaboration: Interagency collaboration is a clear, purposeful, and carefully
designed process that promotes cross-agency, cross-program, and cross disciplinary
collaborative efforts leading to tangible transition outcomes for youth.

•

Parental Involvement: Parental involvement means parents/families/guardian are active
and knowledgeable participants in all aspects of transition planning (e.g., decision
making, providing support, attending meetings, and advocating for their child).

•

Student Support: Student support is a network of people (e.g., family, friends, educators,
and adult service providers) who provide services and resources in multiple environments
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to prepare students to obtain their annual transition and post-secondary goals aligned with
their preferences, interests, and needs.
•

Transition Program: A transition program prepares students to move from secondary
settings (e.g., middle school/high school) to adult life, utilizing comprehensive transition
planning and education that creates individualized opportunities, services, and supports to
help students achieve their postschool goals in education/training, employment, and
independent living. (pp. 120-123)

Mazzotti et al. (2016) conducted the third literature review resulting in four additional
predictors of successful post school success to bring the total to twenty. They are as follows:
•

Parent Expectations: Students with disabilities who had parents who expected their child
to attend postsecondary education were more likely to be engaged in post-school
education and were more likely to have more post-school social interactions. Students
with disabilities who had parents who expected their child to get a paid job and to be selfsupporting were more likely to be engaged in post-school employment and education.

•

Youth Autonomy/Decision Making: Students with disabilities, who exhibited more
autonomy and decision making (e.g., planned weekend activities, volunteered, made own
decisions, made long-range plans) were more likely to be engaged in post-school
education. Students with disabilities, who exhibited more autonomy and decision making
(e.g., planned school activities, made long-range plans, followed directions), were more
likely to be engaged in postschool employment.

•

Goal Setting: Students with disabilities’ participation in Individualized Education
Program (IEP) prevocational and vocational goal setting were more likely to be engaged
in post-school employment. Students with disabilities who had a post-school goal focused
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on attending a postsecondary college or university were more likely to be engaged in
post-school education.
•

Travel Skills: Students with disabilities who could travel independently outside the home
(e.g., school, local store, neighbor’s house), were more likely to be engaged in postschool employment (Mazzotti, 2016, pp. 200-201).
The survey was entitled Predictors for Improving Transition Survey (Appendix C). The

survey was comprised of five parts. Part one listed the twenty predictors for improving
postschool success for students with disabilities along with brief explanations of each predictor.
Participants were asked to rate their confidence in their abilities to promote each of the twenty
predictors with their special education students using a Likert scale with a continuum from Not
Confident to Very Confident. Part two utilized the same list of twenty predictors along with their
explanations and asked participants to rate their perceptions of the importance of each of the
twenty predictors using a Likert Scale with a continuum from “Not Important to “Very
Important.” Part three asked participants to indicate the types of training they had experienced
concerning the twenty predictors. Various types of training were listed, and participants were
given forced choices of Yes or No for each type of training listed. Part four focused on
demographic data such as gender, years of experience as a special education teacher, educational
attainment, certification/licensure areas, and categories of special education students taught. Part
five asked participants to add any additional comments they had concerning the twenty
predictors.
According to Fink (2017), all surveys must be pilot tested before being put into practice
to ensure participants understand the directions and can answer the survey questions. Therefore,
a pilot study was conducted with two special education directors, two high school assistant
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principals, and one educational diagnostician. All are former special education providers. One
participant is the special education director for Lincoln County Schools in West Virginia, and the
remaining participants are employed by Putnam County Schools in West Virginia. The
participants were asked to complete the Qualtrics survey to test the ease which respondents can
access, complete, and submit the survey online. Issues of reliability such as the clarity of the
directions, questions, and answers; format; and overall readability were examined along with
issues of validity such as coverage of relevant topics. Feedback from participants was used to
make necessary alterations to the original survey; however, no deficiencies were found by the
pilot study participants in the survey instrument. Also, the survey data completed by the study
participants were used to calculate the Cronbach Alpha reliability measure for the survey. The
survey questions concerning participant perceptions of confidence resulted in a high reliability
measure of 0.931. The survey questions concerning participant perceptions of importance
resulted in a high reliability measure of 0.869.
Data Collection
Upon creation of the survey instrument, the research request was submitted to the
Marshall University Institutional Review Board (IRB) for approval. IRB approval for study
number 1604401-1 was granted 06/01/2020. (Appendix A). After meeting with Special
Education Directors from the six counties, and receiving approval to survey within their
respective counties, an initial email containing the Informed Consent to Participate in a Research
Study (Appendix B) and the online Qualtrics survey link was sent to the Special Education
Directors. These directors then forwarded the email containing the Consent to Participate in a
Research Study and the survey link to high school special education teachers within their
respective counties. The directors were then asked to provide the number of high school special
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education teachers to which the survey was forwarded to assist in an accurate participant count
and accurate response rate calculation. Participants were given one week to complete the survey.
After the one week passed, special education directors sent a reminder email to the special
education teachers to complete the survey.
Data Analysis
Quantitative data were collected in the form of Likert scale responses and yes/no
responses. These data were analyzed as frequencies using the non-parametric Chi-Square
statistic. Percentages were also calculated to describe response frequencies. Demographic data
were used as independent variables for the non-parametric Mann-Whitney and Kruskal-Wallace
tests to compare the Likert and yes/no responses between demographic variable groups.
Qualitative data were collected from an open response survey question. This gave participants
the opportunity to add any comments they had concerning the Predictors for Improving
Transition. These data were analyzed with qualitative analysis techniques to identify themes.
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CHAPTER 4: DATA ANALYSIS AND FINDINGS
Introduction
The motivation for this study was based on research findings showing that transition from
high school to postsecondary education, employment and independent living continues to be a
struggle for students with disabilities (Cheng & Shaewitz, 2019; Lipscomb, 2018; Mazzotti et al.,
2016; National Center for Educational Statistics, 2018). Unfortunately, research also finds that
secondary special education teachers feel a lack of preparation to address the transition needs of
most of their students (Defur & Taymans, 1995; Prater, et al., 2000). In an effort to help the
professionals who work with these students focus on the most effective transition practices,
twenty indicators for improving postschool outcomes have been identified and defined (Test,
Mazzotti et al., 2009; Test & Cook 2012, Rowe et al., 2015; Mazzotti, et al., 2016).
The purpose of this study was to examine the perceptions of secondary special education
teachers in six counties within the south western region of West Virginia concerning the current
level of confidence in their ability to promote the 20 evidence-based predictors for postschool
success and their perceived importance of each of the 20 predictors. A Qualtrics online survey
was disseminated to 130 high school special education teachers throughout 6 south western West
Virginia counties. The survey was written to gain specific information concerning special
educators’ perceptions of their confidence in their ability to promote each predictor and their
perceptions of the importance of each predictor. The survey also included demographic questions
intended to investigate the effect, if any, demographics had on special educators’ perceptions of
their knowledge of and importance of the 20 predictors. The resulting data may be used to
provide insight and information to the West Virginia Department of education (WVDE), county
special education directors, school administrators, and university special education program
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directors regarding the use of evidence-based transition predictors in secondary schools within
the south western region of West Virginia. In turn, better informed decisions may be made on
appropriate training for special education teachers and programming for students with disabilities
who are of transition age.
Chapter four consists of a presentation of the results obtained from the survey questions.
It focuses on teachers’ perceptions of their confidence in their ability to promote the Predictors
for Improving Transition and their perceptions of the importance of each of the Predictors for
Improving Transition. Teacher demographic items were used to show what effect, if any,
demographics had on these perceptions. In addition, the results of the survey indicated the types
of training special education teachers have received concerning transition.
Population
A Qualtrics online survey was distributed to 130 high school special education teachers
throughout 6 south western West Virginia counties. Of the 130 surveys distributed, 61 surveys
were returned with a return rate of 47%. Of the 61 returned surveys, 44 surveys contained usable
data putting the return rate of surveys yielding usable data at 34%. The survey was distributed at
the end of the school year during a global pandemic. These conditions may have caused a lower
response rate.
Research Questions
The study on West Virginia high school special education teachers’ perceptions of the
Predictors for Improving Transition for students with disabilities focuses on the following
research questions:
1. What are special education teachers’ perceptions of their confidence in their ability to promote
the Predictors for Improving Transition?
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2. What are special education teachers’ perceptions of the importance of each of the Predictors
for Improving Transition?
3. What effect, if any, do special education teacher demographics have on their perceptions of
confidence in their ability to promote the Predictors for Improving Transition?
4. What effect, if any, do special education teacher demographics have on their perceptions of
the importance of the Predictors for Improving Transition?
5. What kinds of training did special education teachers experience concerning transition?
The data demonstrated West Virginia high school special education teachers’ perceptions
of their confidence in their ability to promote the predictors, the importance of each predictor,
the effects of demographics on their perceived abilities and perceived importance of each
predictor, and the types of transition trainings received.
Data Collection
This study was based on a non-experimental quantitative data collection utilizing
descriptive research to obtain perceptions of West Virginia high school special education
teachers within six counties concerning their perceptions of the predictors for postschool
outcomes for students with disabilities. The survey consisted of five parts with a total of seventytwo questions. Part one had twenty quantitative questions that measured teachers’ perceptions of
their confidence in their abilities to promote each of the 20 Predictors for Improving Transition
for special education students on a Likert scale, ranging from not confident to very confident.
Part two also consisted of twenty quantitative questions that measured teachers’ perceptions of
the importance of each of the 20 Predictors of Improving Transition for special education
students using a Likert scale, ranging from not important to very important. Part three used a
yes/no answer format for teachers to indicate participation in six various types of training on the
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20 Predictors for Improving Transition. The first section of part four consisted of three questions
that asked teachers to indicate demographic information such as gender, number of years as a
special educator, and highest level of educational attainment using a multiple-choice format. The
next section on part four employed a yes/no answer format for teachers to indicate their
licensure/certification out of seven areas, and the final section of part four also used a yes/no
answer format for teachers to indicate which of the fourteen categories of special education
students they currently teach. Part five consisted of one qualitative, open-ended question that
allowed teachers to add comments concerning the 20 Predictors for Improving Transition.
Data Analysis
Quantitative data were in the form of Likert questions and yes/no answers. These data
were analyzed using the non-parametric Chi-Square, Mann-Whitney U, and Kruskal-Wallis tests.
Percentages were calculated to describe demographic data. Demographic data were also used as
independent variables for the Mann-Whitney U and Kruskal-Wallis tests. Qualitative data from
the survey open response question were analyzed to identify themes. The following presents a
summary of the demographics and the statistical analysis of the data for each research question.
Analysis of Demographics
The following information summarizes participant demographic data. Demographic data
were considered independent variables and include gender, educational attainment, years of
teaching, special education licensure/certification, special education categories of students
taught, and types of trainings received on the 20 Predictors for Improving Transition. The
following tables summarize the demographics from 39 out of the 44 participants who responded
to the survey.
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The following tables discuss further the demographic breakdown of the participants in
this study.

Table 1
Participant Demographics
Gender
Highest Degree
Years of
Teaching

Male n = 13
(33%)
Bachelors n = 12
(31%)
Less than 5 Years n = 7
(18%)

Female n = 26
(67%)
Masters n = 27
(69%)
6 – 15 Years n = 20
(51%)

More than 15 Years n = 12
(31%)

Most participants are female with the number of females doubling the number of males.
Most of the participants have master’s degrees with the remaining having bachelor’s degrees. It
should be noted that none of the participants have a doctorate degree. Most participants have
been teaching for six to fifteen years while the fewest number of participants have taught for
fewer than five years.
Table 2
Participant Special Education Licensure/Certification
Special Education Licensure/Certification

YES

Multicategory
Autism
Emotional/Behavior Disorders
Gifted
Intellectual Disabilities
Low Incidence Disabilities (Blindness, Deafness)
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NO

Number of
Participants
(Percent)

Number of
Participants
(Percent)

n= 37 (95%)
n= 16 (41%)
n= 22 (56%)
n= 2 (5%)
n= 26 (67%)
n= 1 (3%)

n= 2 (5%)
n= 23 (59%)
n= 17 (44%)
n= 37 (95%)
n= 13 (33%)
n= 38 (97%)

Table 2 shows most of the participants are licensed/certified in multicategory or
intellectual disabilities with very few having a licensure/certification in low incidence disabilities
such as blindness and deafness.
Table 3
Participants’ Number of Special Education Licensures
1-2 Licensures
3-4 Licensures
5-6 Licensures

n =11 (28%)
n = 22 (57%)
n = 6 (15%)

In the survey, there were 6 licensure selections from which respondents could choose.
Table 3 displays the number of licensures in groups of three and shows that 11 of 39 teachers
(28%) have a total of 1-2 licensures, 22 of 39 teachers (22%) have a total of 3-4 licensures, and 6
of 39 teachers (15%) have a total of 5-6 licensures.
Table 4
Category of Special Education Students Participants Taught
Category of Special Education Students

YES
Number of
Participants
(Percent)

Autism (AU)
Emotional/Behavioral Disorders (BD)
Exceptional Gifted (EG)
Specific Learning Disability (LD)
Blindness and Low Vision (VI)
Deafblindness (DB)
Deafness (DF)
Hard of Hearing (HI)
Orthopedic Impairment (PH)
Other Health Impairment (OH)
Intellectual Disability (Mild MM)
Intellectual Disability (Moderate MD)
Intellectual Disability (Severe MS)
Traumatic Brain Injury (TB)

n= 28 (72%)
n=26 (67%)
n= 5 (13%)
n= 33 (85%)
n= 6 (15%)
n= 1 (3%)
n= 3 (8%)
n= 5 (13%)
n= 12 (31%)
n= 33 (85%)
n= 34 (87%)
n= 25 (64%)
n= 4 (10%)
n= 10 (26%)
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NO
Number of
Participants
(Percent)
n= 11 (28%)
n=13 (33%)
n= 34 (87%)
n= 6 (15%)
n= 33 (85%)
n= 38 (97%)
n= 36 (92%)
n= 34 (87%)
n= 27 (69%)
n= 6 (15%)
n= 5 (13%)
n= 14 (36%)
n= 35 (90%)
n= 29 (74%)

Most participants teach students who fall under the categories of autism,
emotional/behavior disorders, specific learning disabilities, other health impairments, intellectual
disabilities (mild), and intellectual disabilities (moderate). Each fall within the range of 25% to
34% of participants who teach students in at least one category. Fewer participants teach students
who are within the categories of exceptional gifted, blindness and low vision, deafblindness,
deafness, hard of hearing, orthopedic impairment, and intellectual disability (severe). Each of
these falls within the range of 1% to 12% of participants who teach students in at least one
category.
Table 5
Number of Types of Exceptionalities Participants Taught
1 – 4 exceptionalities taught
5 – 8 exceptionalities taught
9 - 14 exceptionalities taught

n = 8 (20%)
n = 28 (72%)
n = 3 (8%)

There were 14 types of exceptionalities taught from which respondents could choose.
Table 5 displays the number of types of exceptionalities taught in groups of 3 and shows that 8 of
39 special education teachers (20%) teach students with 1-4 exceptionalities, 28 of 39 special
education teachers (72%) teach students with 5-8 exceptionalities, and 3 of 39 special education
teachers (8%) teach students with 9-14 exceptionalities.
Analysis of Data by Research Question
Research Question 1 Analysis. What are special education teachers’ perceptions of their
confidence in their ability to promote the Predictors for Improving Transition? To address
Research Question 1, data was analyzed from participants’ responses to survey questions 1
through 20 concerning their perception of how confident they were in their ability to promote the
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20 Predictors for Improving Transition. Table 6 presents the data analysis using the Chi Square
statistical test.

Table 6
Special Education Teachers’ Perceptions of Confidence

Transition

Number of
Responses

Participant Response Frequencies
Not
Somewhat
Very
Confident Confident Confident Confident

1 Career Awareness
2 Occupational
Courses
3 Paid Employment/
Work Experience
4 Vocational
Education
5 Work Study
6 Community
Experiences
7 Exit Exam
Requirements/
High School
Diploma Status
8 Inclusion in
General Education
9 Program of Study
10 SelfDetermination/
Self-Advocacy
11 SelfCare/Independent
Living Skills
12 Social Skills
13 Interagency
Collaboration
14 Parental
Involvement
15 Student Support
16 Transition
Program

44
44

4 (9%)
5 (11%)

13 (30%)
15 (34%)

19 (43%)
18 (41%)

44

11 (25%)

14 (32%)

43

8 (18%)

43
43

p value
attained

8 (18%)
6 (14%)

Chi
Square
Statistic
11.455
11.455

12 (27%)

7 (16%)

2.634

0.500

14 (33%)

15 (35%)

6 (14%)

5.465

0.141

5 (12%)
9 (21%)

17 (39%)
7 (16%)

16 (37%)
21 (49%)

5 (12%)
6 (14%)

12.349
13.465

0.006*
0.004*

44

6 (14%)

13 (29%)

20 (46%)

5 (11%)

13.273

0.004*

44

3 (7%)

6 (14%)

24 (54%)

11 (25%)

23.455

0.000*

43
44

1 (2%)
4 (9%)

14 (33%)
10 (23%)

24 (56%)
23 (52%)

4 (9%)
7 (16%)

30.395
19.091

0.000*
0.000*

44

3 (7%)

10 (23%)

23 (52%)

8 (18%)

19.818

0.000*

44
44

2 (4%)
8 (18%)

13 (30%)
16 (36%)

21 (48%)
17 (39%)

8 (18%)
3 (7%)

17.636
12.182

0.001*
0.007*

44

5 (11%)

15 (34%)

19 (44%)

5 (11%)

13.818

0.003*

44
44

5 (11%)
8 (18%)

10 (23%)
12 (27%)

23 (52%)
17 (39%)

6 (14%)
7 (16%)

18.727
5.636

0.000*
0.131
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0.010 *
0.010*

17 Parental
44
Expectations
18 Youth
44
Autonomy/Decision
Making
19 Goal Setting
43
20 Travel Skills
44
* Significance attained at p<0.05

7 (16%)

18 (41%)

16 (36%)

3 (7%)

14.000

0.003*

4 (9%)

17 (39%)

22 (50%)

1 (2%)

27.818

0.000*

3 (7%)
6 (13%)

9 (21%)
17 (39%)

21 (49%)
17 (39%)

10 (23%)
4 (9%)

15.698
13.273

0.001*
0.004*

The Chi Square tests for teacher confidence resulted in significance between frequencies
for the Likert responses of Not Confident, Somewhat Confident, Confident, and Very Confident
on all transition predictors with the exception of transition practices 3, 4, and 16. Upon closer
examination of the data showing significance, it may be noted there is an overall trend with most
responses leaning toward half of the participants feeling confident and the other half not feeling
confident. There are not many extremes leaning toward not confident or very confident as the
majority of responses fall within the somewhat confident to confident range.
Survey questions 8, 10, 11, 12, and 15 also show significance between frequencies for
Likert responses; however, they are skewed differently than the previous items that showed
significance. These items tend to show more overall confidence among participants with at least
65% indicating feelings of being confident or very confident in their abilities to promote the
transition practices. Participants felt most confident in their ability to promote inclusion in the
general education setting with 79% feeling either confident or very confident.
Interestingly, the frequency responses for transition practices 3, 4, and 16 show a
somewhat evenly dispersed pattern for the Likert responses of Not Confident, Somewhat
Confident, Confident, and Very Confident. The even distribution of responses resulted in a lack
of significance on the Chi Square tests for teacher confidence for these transition practices.
Research Question 2 Analysis. What are special education teachers’ perceptions of the
importance of each of the Predictors for Improving Transition? To address Research Question 2,
67

data was analyzed from participants’ responses to survey Questions 11 through 40 concerning
their perceptions of the importance of each of the Predictors for Improving Transition. Table 7
presents the data analysis using the Chi Square statistical test.

Table 7
Special Education Teachers’ Perceptions of Importance

Transition

Number of
Responses

1 Career Awareness
2 Occupational
Courses
3 Paid Employment/
Work Experience
4 Vocational
Education
5 Work Study
6 Community
Experiences
7 Exit Exam
Requirements/
High School
Diploma Status
8 Inclusion in
General Education
9 Program of Study
10 SelfDetermination/
Self-Advocacy
11 SelfCare/Independent
Living Skills
12 Social Skills
13 Interagency
Collaboration
14 Parental
Involvement
15 Student Support
16 Transition
Program

39
39

Not
Important
0 (0%)
0 (0%)

39

Participant Response Frequencies
Somewhat
Very
Important Important Important
1 (3%)
1 (3%)

16 (41%)
14 (36%)

22 (56%)
24 (61%)

Chi
Square
Statistic
18.000
20.462

0 (0%)

4 (10%)

13 (33%)

22 (57%)

12.462

0.002*

39

0 (0%)

2 (5%)

13 (33%)

24 (62%)

18.615

0.000*

39
39

0 (0%)
0 (0%)

3 (8%)
3 (8%)

13 (33%)
12 (31%)

23 (59%)
24 (61%)

15.385
17.0777

0.000*
0.000*

39

11(28%)

15 (38%)

5 (13%)

8 (21%)

5.615

0.132

38

1 (3%)

7 (18%)

17 (45%)

13 (34%)

15.474

0.001*

39
39

0 (0%)
0 (0%)

4 (10%)
0 (0%)

19 (49%)
9 (23%)

16 (41%)
30 (77%)

9.692
11.308

0.08*
0.001*

39

0 (0%)

0 (0%)

6 (15%)

33 (85%)

18.692

0.000*

39
39

0 (0%)
0 (0%)

0 (0%)
1 (3%)

11 (28%)
24 (61%)

28 (72%)
14 (36%)

7.410
20.462

0.006*
0.000*

39

0 (0%)

1 (3%)

8 (20%)

30 (77%)

35.231

0.000*

38
39

0 (0%)
0 (0%)

0 (0%)
0 (0%)

10 (26%)
13 (33%)

28 (74%)
26 (67%)

8.526
4.333

0.004*
0.037*
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p value
attained
0.000*
0.000*

17 Parental
39
Expectations
18 Youth
39
Autonomy/Decision
Making
19 Goal Setting
39
20 Travel Skills
39
* Significance attained at p<0.05

0 (0%)

0 (0%)

17 (44%)

22 (56%)

0.641

0.423*

0 (0%)

0 (0%)

17 (44%)

22(56%)

0.641

0.423*

0 (0%)
0 (0%)

2 (5%)
4 (10%)

11 (28%)
12 (31%)

26 (67%)
23 (59%)

22.615
14.000

0.000*
0.001*

The Chi Square tests for teacher importance resulted in significance between frequencies
for the Likert responses of Not Important, Somewhat Important, Important, and Very Important
on all transition practices with the exception of transition predictor number 7. When asked their
perception of the importance of each of the Predictors for Improving Transition, special
education teachers overwhelmingly indicated most transition practices as either important or
very important with the exception of transition predictor 7. Transition predictor 7 was the only
predictor that did not show significance on the Chi Square test for importance as responses were
scattered. However, more participants leaned toward believing that this practice was either not
important or somewhat important.
Research Question 3 and Research Question 4Analysis. RQ3: What effect, if any, do
special education teacher demographics have on their perceptions of confidence in their ability to
promote the Predictors for Improving Transition? RQ4: What effect, if any, do special education
teacher demographics have on their perceptions of the importance of the Predictors for
Improving Transition?
To examine participant responses related to Gender, the Mann-Whitney U test was used
to compare teacher confidence responses Not Confident, Somewhat Confident, Confident, and
Very Confident for each transition predictor between participants grouped into Male or Female
categories. No significant difference in confidence levels was found between these two groups.
The Mann-Whitney U test was also used to compare teacher importance responses of Not
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Important, Somewhat Important, Important, and Very Important for each transition predictor
between participants grouped into Male or Female categories. Transition 16 Transition Program
and Transition 20 Travel Skills showed significance due to Gender. See Table 8 below for
analysis details for these two transitions. For all of the other transitions, no significant difference
in importance levels was found between these two groups. See Appendix D for the full SPSS
data analysis results for these tests.
Table 8
Participant Perceptions of Importance of Transitions due to Gender
Mean Ranks
Female
Male
Transition

16. Transition Program
20. Travel Skills
* Significance attained at p < 0.05

22.75
22.67

14.50
14.65

MannWhitney
U
Statistic
240.5
238.5

p value
attained

.032
.037

Mean ranks resulting from these Mann-Whitney U tests showed female participants
chose higher levels of perceptions of importance compared to male participants for Transition 16
and Transition 20.
To examine participant responses related to Years of Teaching, the Kruskal-Wallis test
was used to compare teacher confidence responses of Not Confident, Somewhat Confident,
Confident, and Very Confident for each transition predictor between participants grouped into
Less than 5 Years, 6-15 Years, or More than 15 Years categories. No significant difference in
confidence levels was found between these three groups. The Kruskal-Wallis test was also used
to compare teacher importance responses of Not Important, Somewhat Important, Important, and
Very Important for each transition predictor between participants grouped into Less than 5 Years,
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6-15 Years, or More than 15 Years categories. No significant difference in importance levels was
found between these three groups. See Appendix D for the full SPSS data analysis results for
these tests.
To examine participant responses related to Degree Earned, the Mann-Whitney U test
was used to compare teacher confidence responses Not Confident, Somewhat Confident,
Confident, and Very Confident for each transition predictor between participants grouped into
Bachelor’s Degree or Master’s Degree categories. No significant difference in confidence levels
was found between these two groups. The Mann-Whitney U test was also used to compare
teacher importance responses of Not Important, Somewhat Important, Important, and Very
Important for each transition predictor between participants grouped into Bachelor’s Degree or
Master’s Degree categories. No significant difference in importance levels was found between
these two groups. See Appendix D for the full SPSS data analysis results for these tests.
To examine participant responses related to Number of Special Education Licensures, the
Kruskal-Wallis test was used to compare teacher confidence responses of Not Confident,
Somewhat Confident, Confident, and Very Confident for each transition predictor between
participants grouped into 1-2 Special Education Licensures, 3-4 Special Education Licensures, or
5-7 Special Education Licensures categories. No significant difference in confidence levels was
found between these three groups. The Kruskal-Wallis test was also used to compare teacher
importance responses of Not Important, Somewhat Important, Important, and Very Important for
each transition predictor between participants grouped into 1-2 Special Education Licensures, 34 Special Education Licensures, or 5-6 Special Education Licensures categories. No significant
difference in importance levels was found between these three groups. See Appendix D for the
full SPSS data analysis results for these tests.
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To examine participant responses related to Number of Types of Special Education
Students Taught, the Kruskal-Wallis test was used to compare teacher confidence responses of
Not Confident, Somewhat Confident, Confident, and Very Confident for each transition predictor
between participants grouped into 1-4 Special Education Student Types, 5-8 Special Education
Student Types or 9-14 Special Education Student Types categories. Transition 13 Exit Exam
Requirements/High School Diploma Status showed significance due to Number of Types of
Special Education Students Taught. See Table 9 for analysis details for this Transition. The
Kruskal-Wallis test was also used to compare teacher importance responses of Not Important,
Somewhat Important, Important, and Very Important for each transition predictor between
participants grouped into 1-4 Special Education Student Types, 5-8 Special Education Student
Types or 9-14 Special Education Student Types categories. Transition 7 Exit Exam
Requirements/High School Diploma Status showed significance due to Number of Types of
Special Education Students Taught. See Table 9 below for analysis details for this Transition.
For all of the other transitions, no significant difference in importance levels was found between
these three groups. See Appendix D for the full SPSS data analysis results for these tests.
Table 9
Participant Perceptions of Confidence and Importance Concerning Transitions due to Number of
Types of Special Education Students Taught

Transition

Confidence
or
Importance

13. Interagency
Confidence
Collaboration
7. Exit Exam
Importance
Requirements/High
School Diploma status
* Significance attained at p < 0.05

1-4 Special
Education
Student
Types
28.31
19.25
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Mean Ranks
5-8 Special 9-14 Special
Education
Education
Student
Student
Types
Types
18.13
15.33
18.55

35.50

Kruskal p value
-Wallis attained
Statistic
6.185

.045 *

6.938

.037 *

Mean ranks from the Kruskal-Wallis test, along with pair-wise comparisons, showed
participants who taught 1-4 special education types chose higher levels of confidence than those
participants who taught 5-8 special education types and those who taught 9-14 special education
types for Transition 13. Mean ranks from the Kruskal-Wallis test, along with pair-wise
comparisons, also showed participants who taught 9-14 special education types chose higher
levels of importance than those participants who taught 1-4 special education types and those
who taught 5-8 special education types.
Analysis of Research Question 5. What kinds of training did special education teachers
experience concerning transition? Table 10 shows most participants experienced a variety of the
trainings listed on the survey. The most common type of training participants took part in was
individual research with 87% responding with YES to the survey item. The least common type of
training participants received was instruction through webinars, podcasts, YouTube, and other
video-based platforms. Despite the fact it was the least common type of training, over half of
participants have received this type of training.
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Table 10
Types of Participant Training

Type of Training

Course work at a college/university
West Virginia Department of
Education (WVDE) sponsored training
County-based professional
development
School-based professional
development
Webinars, podcasts, YouTube, and
other video-based platforms
Individual research

YES
I participated in this type
of training for the 20
Predictors for Improving
Transition.

NO
I did not participate in
this type of training for
the 20 Predictors for
Improving Transition.

Number of Participants
(Percent)
n=29 (74%)
n=26 (67%)

Number of Participants
(Percent)
n=10 (26%)
n=13 (33%)

n=32 (82%)

n=7 (18%)

n=24 (62%)

n=15 (38%)

n=22 (56%)

n=17 (44%)

n=34 (87%)

n=5 (13%)

Ancillary Findings for Training: To examine participant perception responses related to
Training, the Mann-Whitney U test was used to compare teacher confidence responses Not
Confident, Somewhat Confident, Confident, and Very Confident for each transition predictor
between participants grouped into Yes or No categories for each training type presented in Table
10. The Mann-Whitney U test was also used to compare teacher importance responses of Not
Important, Somewhat Important, Important, and Very Important for each transition predictor
between participants grouped into Yes or No categories for each training type presented in Table
10. A few transitions (Transitions 2, 3, 6, and 7) showed significance for Confidence and one for
Importance (Transition 6) throughout all of the training types. See Table 11 for the data analysis
summary for these transitions. For all other transitions, no significant difference in confidence
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nor importance levels was found between these two groups. See Appendix D for the full SPSS
data analysis results for these tests.
Table 11
Participant Perceptions of Confidence and Importance Concerning Transitions due to
Training Types
Mean Ranks
Yes
No

Confidence Transition
or
Importance

Training

Confidence 7. Exit Exam
Requirements/High
School Diploma
Status
Confidence 3. Paid
Employment/Work
Experience
Confidence 2. Occupational
Courses
Confidence 3. Paid
Employment/Work
Experience
Confidence 6. Community
Experiences
Confidence 6. Community
Experiences

Course work at a
college/university

21.28

WVDE sponsored
training

Importance

7. Exit Exam
Requirements/High
School Diploma
Status

p value
attained

10.75

MannWhitney
U
Statistic
182.0

22.50

13.00

234.0

.013

County-based PD

21.78

11.86

169.0

.037

School-based PD

22.46

14.43

239.0

.032

School-based PD

22.71

14.00

245.0

.019

Webinars,
podcasts,
YouTube, and
other video-based
platforms
Webinars,
podcasts,
YouTube, and
other video-based
platforms

22.59

15.25

244.0

.045

22.91

14.81

251.0

.026

.013

* Significance attained at p < 0.05

Mean ranks resulting from these Mann-Whitney U tests showed participants who had
certain types of training from courses, WVDE, county, school, and video-based sources chose
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higher levels of perceptions of confidence and importance compared to participants who did not
have training from these sources for Transitions 2, 3, 6, and 7.
Qualitative Data Analysis
Qualitative data were collected from the open response question on part five of the
Qualtrics online survey that asked teachers to add any comments they had concerning the 20
Predictors for Improving Transition. Of the 44 survey respondents, 10 respondents provided the
following comments:
•

Putnam High schools need more professional, learned advocates with guidance and
support for improving transition.

•

Transition planning needs to begin in elementary school by having students involved
in the IEP and planning for their future.

•

I believe every student should have the opportunity to take vocational classes. I
believe that districts should bring vocational classes back into the high school, in all
areas of vocation. It is so sad that only a select number of students get to participate
in a vocational program. During the COVID19 time frame where students worked
from home online, I noticed the students who didn’t like sitting in a classroom
excelled with their online courses! A typical classroom setting is not for every
student, and I feel that they should be able to make the decision where they obtain
their credits for graduation. I don’t think looking at one’s grades in a regular
classroom setting should determine whether or not study students have the
opportunity to partake in a vocational program.

•

I truly wish my county would hire at least one transition specialist. WVDRS has been
great and I utilize those efforts. When I attend training with the WVDE and hear of
the specialists in other counties and how they are able to work, I am so jealous. Our
high school students deserve one on one time with someone who gets to devote
his/her time to transition. It is difficult to be the content teacher and a worthy
advocate for our students’ futures.

•

We emphasize transition at our school through real life experiences in collaboration
with academic areas. In the past 2 years since we began this approach our kids have
greatly benefited from the tools and abilities they have gained.
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•

I feel that we need additional training and support at all levels (school, county, state)
to assist in helping us identify and use resources to truly help each student become as
independent as possible.

•

Transition is really trained hard in our county.

•

When our students graduate, we don’t talk to them for a year, then we do the WVDE
follow up surveys. Our students do not get enough help from the WVDRS. A student
that is behind all through school does not magically “catch up” when they graduate;
they need a summer transition program of some kind. We are currently failing them.

•

I have taught special education for 30 years. We have to have more vocational skills
for special needs students to help them gain employment.

•

Transition is a place that I feel that the county and schools need to improve.

Closer examination of the data shows that 8 of the 10 respondents expressed either a need
for additional support and training for teachers on the topic of transition, or they expressed the
opinion that transition in their counties requires overall improvement. The participants also
shared insight into how these improvements could be made. Two teachers felt that counties
should focus on hiring specially trained transition specialists/professionals to give students the
time and attention they deserve to help improve transition outcomes as it is very difficult for
classroom teachers to devote an adequate amount of time to transition when they are also
focused on teaching content. One teacher suggested that transition should begin as early as
elementary school by having students participate in their IEPs and begin thinking about their
future plans. Another teacher stated that transition should continue past the high school years
because students do not “magically catch up after they graduate.” This particular teacher felt
students could benefit from the additional support of a summer program during the year after
graduation to help them transition into the next phase of life. Two additional teachers expressed
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the need for more vocational programs and greater access to vocational programs for special
education students.
Two of the 10 respondents expressed positive feelings about transition programming in
their counties. The first teacher stated that transition training is strongly emphasized in his/her
county, and the second teacher described how students have benefited from a transition program
that emphasizes real-life experiences along with collaboration with academic areas.
Overwhelmingly, teachers expressed feelings that transition services could be vastly improved
through increased training and support for teachers, changes/additions to the types of transition
programming currently being offered to students, and greater access to career, technical, and
vocational education to all students.
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CHAPTER 5: CONCLUSIONS, IMPLICATIONS, AND RECOMMENDATIONS
This chapter provides a summary of the purpose, population, and methods of the study.
Discussion of the study’s major findings, implications from the study analysis, and
recommendations for future research are presented as well.
Summary of Purpose
The purpose of this study was to investigate the perceptions of secondary special education
teachers concerning their level of confidence in their ability to promote the 20 evidence-based
predictors for post-school success for special education students, as well as their perceived
importance of each of the predictors. The study also examined the effect, if any, that teacher
demographics and the degree of transition training had on their use of the 20 predictors. This
study was conducted to determine how evidence-based transition practices are being employed
by secondary special education teachers across six counties within the south western region of
West Virginia.
Summary of Population and Methods
The population of this study consisted of 130 high school special education teachers across
six south western West Virginia counties. Of the 130 surveys distributed, 61were returned for a
rate of 47%. Of the 61 returned surveys, 44 contained usable data resulting in an overall 34%
return rate of usable data. The survey was distributed at the end of the school year in June, and
schools had been closed for over two months due to a global pandemic. These conditions may
have contributed to a lower than average return rate. For the first survey question, 44 participants
responded to 15 transition indicators and 43 responded to the other 5 indicators. The second
survey question had 39 responses for each of the transition indicators with the exception of
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transition indicators 8 and 15 with 38 responses. All demographic data were answered by 39
participants, and the open-ended response question was answered by 10 participants.
Conclusions and Discussions
Research Question 1- Perceptions of Confidence. Research Question 1 was stated as “What
are special education teachers’ perceptions of their confidence in their ability to promote the
Predictors for Improving Transition?” A Chi-Square test for expected frequencies was used to
determine participants’ perceived confidence levels concerning their ability to promote the
Predictors for Improving Transition. Analysis revealed a statistically significant difference
between the Likert responses of Not Confident, Somewhat Confident, Confident and Very
Confident on all transition predictors with the exception of transition predictor 3 (Paid
Employment/Work Experience), transition predictor 4 (Vocational Education), and transition
predictor 16 (Transition Program).
All other transition predictors showed significance between frequencies for Likert
responses which tended to lean toward half of the participants feeling confident and the other
half not feeling confident. There were few extreme responses of Not Confident or Very
Confident. Most responses fell in either the Somewhat Confident to Confident range.
A possible justification for the somewhat even split between special education teachers
feeling either confident or not confident in their perceived abilities to promote the Predictors for
Improving Transition may be explained by the training opportunities offered by West Virginia
county boards of education. Teachers across six counties in the south eastern region of West
Virginia took part in the study. In West Virginia, each county has its own local education agency
(LEA). The counties have their own boards of education and maintain administrative control
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while adhering to state guidelines. Therefore, experiences of special education teachers in one
county may sharply contrast from the experiences of special educators in another county.
Furthermore, analysis of the qualitative data found in the open response question on Part 5
of the survey reveals that some special education teachers are satisfied with the amount of
transition training they received while others are not. For example, one respondent commented,
“Transition is really trained hard in our county” while another respondent stated, “Transition is a
place that I feel that the county and schools need to improve.” Although qualitative data was
limited to ten responses, it remains likely that the split in Confident and Not Confident answers to
the Likert scale may best be explained by the varied training experiences teachers may have from
one county to another.
Transition predictors 8 (Inclusion in General Education), 10 (Self-Determination/Self
Advocacy), 11 (Self-Care/Independent Living Skills), 12 (Social Skills), and 15 (Student
Support) show significance for Likert responses but are skewed differently from other items that
show significance for perception of confidence. These items show a higher level of confidence
with at least 65% of special education teachers feeling either confident or very confident in their
abilities to promote these five transition predictors. Interestingly, all five of these transition
predictors involve a high level of working directly with individual students, whether it be
focusing on the success of individual students with disabilities in the general education
classroom or working with individual students on independent living skills and social skills.
Many of the other transition predictors focus on external components such as programming,
career awareness/preparation, agency involvement, and parental involvement where teachers
may not feel they have as much of a direct influence.
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The highest level of confidence among these five transition predictors is seen on predictor
8 (Inclusion in General Education). Seventy-nine percent of teachers either feel confident or very
confident in their ability to promote this transition predictor. Research has shown that teachers’
readiness and willingness to accommodate the learning needs of students with special
educational needs (SEN) was determined by their training (Kurniawati, De Boer, Minnaert, &
Mangunsong, 2014), and many teacher training programs are now required to train prospective
teachers to respond to diverse student populations in their mainstream classes (Cowley, 2011).
Given there has been a strong push toward inclusion for at least the past 30 years, many countries
have adopted policies that promote the inclusion of students with disabilities into regular
classrooms (Vislie, 2003). Therefore, many more students with special educational needs have
received their educations in the regular school environment (Cowley, 2011; McLeskey &
Waldron, 2002). One possible explanation for the high level of confidence in promoting
inclusion in the general education environment could be that 69% percent of survey respondents
had 1 to 15 years of experience; therefore it would have been much more likely these teachers
would have received a great deal of training in their teacher preparation programs on effective
inclusion practices. The 31% of respondents who indicated more than 15 years of teaching
experience would have also been likely to receive this type of training since the push for
inclusion had already begun during the course of their teaching careers.
Transition predictor 3 (Paid Employment/Work Experience), transition predictor 4
(Vocational Education), and transition predictor 16 (Transition Program) show a somewhat
evenly dispersed pattern. The even distribution of responses resulted in a lack of significance on
the Chi Square tests for perceived teacher confidence. The lack of significance found among
these three predictors may once again be explained by the training, or the lack of training,
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received in their county and/or school and their individual experiences. For example, when
considering transition predictor 4 (Vocational Education), three of the six counties have separate
county-based career/technical centers while the other three have comprehensive high schools
with career technical education embedded within their schools. The experiences and knowledge
base participants would have with career technical education would vary greatly depending on
how it is implemented in their respective counties. Special education teachers with career
technical education inside their schools would likely be more confident in their ability to
promote it, while teachers who work in counties where career centers are at a separate location
may not experience the same level of confidence in promoting it (J.M. Bayless, personal
communication, September 14, 2020). This explanation could support the scattered responses on
the Likert scale resulting in a lack of significance.
The same reasoning may be used to explain transition predictor 3 (Paid Employment/Work
Experience) and transition predictor 16 (Transition Program). These two predictors involve
placing students in authentic work situations and providing them with services and opportunities
that help them successfully transition into adult life after high school. Some counties may
promote programs such as job shadowing, internships, and community-based work experience
more than others. Naturally, special education teachers who work in counties where this is the
case will be more familiar with these options and may be more likely to feel confident in
promoting these programs. The variations in training and personal experience with these
programs across the six counties could also be an explanation for the scattered pattern of
responses on the Likert scale which resulted in a lack of significance for predictors 3 and 16.
Research Question 2 – Perceptions of Importance. Research Question 2 was stated as,
“What are special education teachers’ perceptions of the importance of each of the Predictors for
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Improving Transition?” A Chi-Square test for expected frequencies was used to determine
participants’ perceived importance levels concerning each of the Predictors for Improving
Transition. Analysis revealed a statistically significant difference between the Likert responses of
Not Important, Somewhat Important, Important and Very Important on all transition predictors
with the exception of transition predictor number 7. Special education teachers overwhelmingly
indicated all other predictors as either Important or Very Important.
The transition from high school to adult life is the culmination of special education; all the
planning and hard work put forth by both teachers and students come to fruition once the student
graduates. Since the mid-1980s, increasing amounts of attention and accountability have been
placed on transition services for students with disabilities. Beginning with the 1990 amendments
of the Individuals with Disabilities Education Act (IDEA; PL 101-476), special education
teachers along with students, parents, administrators, and agency representatives have been
required to outline individualized transition plans and activities on students’ IEPs. Therefore,
special education teachers should be familiar with practices that help strengthen opportunities for
more successful transitions. This explanation supports findings in the study where special
education teachers indicate strong support for the importance of 19 of 20 Predictors for
Improving Transition.
Transition predictor 7 (Exit Exam Requirement/High School Diploma Status) outlines the
importance of standardized state exams in specific areas such as algebra or English that mandate
required proficiency levels for a student to receive a high school diploma. The student reaches
diploma status when state requirements to receive a diploma are met. Transition predictor 7 was
the only predictor that did not show significance on the Chi Square test for importance.
Responses were scattered, yet 66% of respondents rated this predictor as either Not Important or
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Somewhat Important. Obviously, this is a striking contrast to the remaining 19 transition
predictors that were rated Important or Very Important by a majority of participants.
Results from the NLTS-2 show that students with disabilities have greater academic
difficulties than their typical peers. This fact alone may be one possible reason special education
teachers are reluctant to embrace exit exams used to determine if a student with a disability
passes a class or even graduates from high school. According to Rosen (n.d.), most students with
learning and thinking differences have trouble with working memory which is a basic mental
ability that is important for learning. Working memory allows the brain to hold new information
for a short time. Then it may be used to transfer the information into long-term memory. When
this vital function of the brain is not working properly, exams that contain considerable amounts
of information learned throughout an entire course or even an entire four years of high school
will be extremely arduous for these students. Special education teachers are more likely to
observe the results of student learning when information is chunked into smaller bites rather than
expecting them to regurgitate knowledge on a large, comprehensive examination.
“In the late 1980s testing was promoted as a way of ensuring that educational standards
were met and state and district-wide large-scale assessment was viewed as a way to hold schools
accountable for all students’ learning outcomes” (Boon, Voltz, Lawson & Baskette, 2007, p.55).
The idea of large-scale assessment only continued to grow, and as it grew, researchers began to
identify possible drawbacks as a result of such testing. Special educators may be aware of
research indicating that exit exams may increase the dropout rate among students with
disabilities and may not even be beneficial to student learning. For instance, Reardon, Arshan,
Atteberry, and Kurlaender (2010) wrote:
There is persuasive evidence from the studies…that exit exams reduce graduation rates by
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roughly 1 to 2 percentage points on average. Second, many of the studies find that the
impact of the exit exam requirements is large in states or districts with more poor and
minority students or is larger for low-achieving students (p. 9).
Increased drop-out rates may not be the only negative consequence to required high-stakes
exit exams. Darling-Hammond, Rustique-Forrester, & Pecheone (2005) claim that exit exam
policies not only have the potential to reduce graduation rates, especially among minority
students and students with disabilities, but they can also narrow the curriculum and lead schools
to neglect higher-order thinking skills. This occurs when the curriculum becomes so focused on
the multiple-choice and short answer tests that less emphasis is placed on the more complex
thinking, communication, and problem-solving skills that are so important in student learning.
These authors also voice the concern that invalid judgments will be made about student learning
based on a single set of test measures which is a practice discouraged by professional testing
experts. Warren, Grodsky, and Lee (2008) speak out even more strongly against high school exit
exams by claiming they do not have a positive effect on labor force status or earnings and by
stating, “These examinations must be seen as a colossal waste of education and human resources,
harmful to those whose educational attainments are curtailed by failing them and of little use to
those who pass them” (p. 101).
Obviously, special education teachers work with a group of students who are much more
likely to have difficulty finding success on a high-stakes exit exam. They may feel frustration
over requirements to teach toward a test when they feel that time may be better spent on higher
level thinking skills or even transition activities that may assist in preparing students for a
brighter future centered around their individual goals and dreams. Perhaps these are some of the
reasons 66% of special educators in the south western region of West Virginia overwhelmingly
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felt that transition predictor 7 (Exit Exam Requirement/High School Diploma Status) was either
somewhat important or not important.
Research Question 3 – Effects of Demographics on Perceptions of Confidence. Research
Question 3 was stated as “What effect, if any, do special education teacher demographics have
on their perceptions of confidence in their ability to promote the Predictors for Improving
Transition?” Demographic data were independent variables in this study. The demographic data
include gender, degree attainment, years of teaching, special education liscensure/certification,
special education categories of students taught, and types of training received on the 20
Predictors for Improving Transition. The Mann-Whitney U test was used to compare teacher
confidence responses Not Confident, Somewhat Confident, Confident, and Very Confident for
each transition predictor between participants grouped into the categories of male or female and
the type of degree earned. The Kruskal-Wallis test determined Transition Pedictor13 (Exit Exam
Requirements/High School Diploma Status) showed significance due to Number of Types of
Special Education Students Taught. Mean ranks from the Kruskal-Wallis test, along with pairwise comparisons, showed participants who taught 1-4 special education types chose higher
levels of confidence than those participants who taught 5-8 special education types and those
who taught 9-14 special education types for Transition 13.
Results of these tests showed very few demographics with significant results. Due to this
very low number of transitions showing significance, it is concluded that demographics tested
had very little if any effect on special education teachers’ perceptions of their confidence in
promoting the Predictors for Improving Transition.
Research Question 4 – Effects of Demographics on Perception of Importance. Research
Question 4 was stated as “What effect if any, do special education teacher demographics have on
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their perceptions of the importance of the Predictors for Improving Transition?” The same
demographic data from question 3 was used on question 4. The Mann-Whitney U test was used
to compare perceptions of the importance of the Predictors for Improving Transition using the
responses of Not Important, Somewhat Important, Important, and Very Important. The MannWhitney U test compared teacher importance responses for each transition predictor between
participants grouped into the categories of male or female, years of teaching, type of degree
earned, number of special education licensures, and number of types of special education
students taught. Results of these tests showed very few demographics with significant results
with only three transitions showing significance. Due to this very low number of transitions
showing significance, it is concluded that demographics tested had very little if any effect on
special education teachers’ perceptions of the importance of the Predictors for Improving
Transition.
Research Question 5 – Types of Training. Research question 5 was stated as “What kinds
of training did special education teachers experience concerning transition?” The types of
training were the independent variables which included course work at a college/university; West
Virginia Department of Education training; county-based professional development; schoolbased professional development; webinars, podcasts, YouTube, and other video-based platforms;
and individual research. Participants were asked to indicate the types of training they had
received by answering Yes or No to each type of training. The Mann-Whitney U test was used to
compare both teacher confidence and teacher importance responses for each of the 20 transition
predictors. Results of these tests showed very few types of training with significant results with
only five transitions showing significance with confidence and one transition showing
significance with importance. Due to this very low number of transitions showing significance, it
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is concluded that training types tested had very little if any effect on special education teachers’
perceptions in confidence levels or importance levels between these two groups for each of the
types of training.
Implications
A very important implication emerged from the data collection, analysis, and results of
this study; more training needs to be devoted to transition if postsecondary outcomes are ever to
improve for students with disabilities. This is certainly not an easy task given current budget
restraints faced by public schools. However, transition training should be prioritized as the
services are defined and mandated under IDEA 2004. The National Technical Assistance Center
on Transition (NTACT) was developed through a federal grant to research best practice in
transition. NTACT identified 20 predictors for transition success through years of extensive
research and literature reviews (Test, Mazzotti et al., 2009, Test & Cook, 2012, Rowe et al.,
2015, & Mazzotti et al., 2016. Fortunately, the information has been compiled and is easily
located. The 20 predictors have been defined so teachers can align instruction to the predictors.
For this to happen, teachers must understand the predictors and feel confident in their abilities to
promote them to give students the greatest opportunity to achieve future success.
Results of the study showed a statistically significant difference between the Likert
responses of Not Confident, Somewhat Confident, Confident and Very Confident on 17 of the 20
predictors. The responses that showed significance tended to lean towards half of the participants
feeling confident and the other half not feeling confident with few extreme responses of Not
Confident or Very Confident. Of course, this may be viewed that at least half of the teachers need
more training to at least be confident in their abilities to promote the predictors and even more
teachers need additional training to feel very confident in their abilities to promote the predictors.
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As previously mentioned, the demographics assessed in this study had no significant
effect on special education teachers’ perceptions of their confidence in promoting the 20
Predictors for Improving Transition. It did not matter how many years they had been teaching,
the number of certifications held, or the types of disabilities their students had, so the
significance may come from other sources such as inconsistent training or inadequate training
opportunities between counties or lack of transition training in teacher preparation courses in
college. With this in mind, all teachers must receive additional training on the 20 predictors. To
increase the consistency and adequacy of training across counties, the West Virginia Department
of Education could push out the same transition training to special education teachers across all
55 counties. These trainings may be done during time set aside for the professional learning
community (PLC) that has experienced rising importance in most schools, or it may be
conducted during any other staff development time which is required in all schools. The positive
news is that any training on the predictors should be met with optimism among special educators
as they overwhelmingly felt the predictors were either important or very important.
Another very important implication emerged from the data collection, analysis, and
results of this study; more time needs to be devoted to transition in the curriculum for special
education students. As evidenced by the qualitative data in chapter four, teachers realize the
importance of transition but feel more support and time is necessary to give it the attention it
deserves. For instance, one teacher stated, “Putnam High schools need more professional,
learned advocates with guidance and support for improving transition.” Another teacher
expressed, “we need additional training and support at all levels (school, county, state) to assist
in helping us identify and use resources to truly help each student become as independent as
possible.” A third teacher said, “I truly wish my county would hire at least one transition
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specialist. WVDRS has been great and I utilize those efforts. When I attend training with the
WVDE and hear of the specialists in other counties and how they are able to work, I am so
jealous. Our high school students deserve one on one time with someone who gets to devote
his/her time to transition. It is difficult to be the content teacher and a worthy advocate for our
students’ futures.”
A solution to these concerns could be employing a transition coordinator. None of the
counties that participated in the survey currently employ a transition coordinator. The position of
transition coordinator emerged with the addition of transition planning and services in the IDEA
(Morningstar & Clabenna-Deane, 2018). Transition coordinators inform teachers of current
transition information and methods for implementing transition planning. Not only do they
provide professional development to teachers throughout the district, but they also act as liaisons
between students, parents, administrators, and staff to integrate postsecondary goals with
curriculum decisions. “Transition coordinators play a critical and meaningful role in promoting
successful post-school outcomes for youth with disabilities” (Morningstar & Clabenna-Deane,
2018, p. 6). Teachers are predominantly occupied with teaching the curriculum and may not have
the necessary skills to lead in the implementation of transition programs and services (Blalock et
al., 2003; Li, Bassett & Hutchinson et al., 2009; Morningstar & Benitez, 2013). A transition
coordinator would provide necessary support to the special education teachers for training as
well as curriculum development. These transition coordinators would provide guidance that
would allow the opportunity for students, their families, and necessary outside agencies to work
together, thereby improving the transition experience and outcomes for students with disabilities.
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Recommendations for Further Study
To build on this research, this same study could be expanded across the state of West
Virginia or across the nation. Now that perceptions of confidence in special education teachers’
abilities to promote the 20 Predictors for Improving Transition and the perceived importance of
the predictors have been studied, it would also be beneficial to examine special education
teachers’ knowledge of the predictors and the barriers they face in implementing them. After
special education teachers have been trained and confidence levels have increased, it would be
very important to identify the perceived barriers to promoting the predictors in order to best
inform administrators on how to remove those barriers.
Administrators play a key role in transition programming and services and are required
members of the IEP team as they plan and implement these services. Therefore, it would be
beneficial to study their perceptions on issues such as confidence, importance, and barriers
pertaining to the 20 Predictors for Improving Transition. Such a study would serve to assist
administrators in recognizing areas that may require more training for themselves and areas
where they may have differing outcomes from teachers. These findings would likely result in
helping teachers and administrators close the gap on any differences they may have which would
result in better transition outcomes for students. This same type of study could also be conducted
on students, family members, and outside service providers with the same goal of identifying
differences in order to come together for the benefit of a smooth transition for the student.
Another beneficial study may be examining student demographics to determine if
transition predictors are as effective across race, gender, and socioeconomic levels. The various
disability categories could also be factored into the study. For example, the question of whether
the 20 predictors are as effective for students with severe intellectual disabilities as they are for
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students with learning disabilities would be important to answer. A study may be done to dig a
bit deeper into ranking the level of effectiveness for each predictor on each type of disability.
The possibilities for further research on the topic of transition are never ending, so it is important
researchers continue to strive for high quality studies that provide answers to the lingering
questions as to why, 35 years after the original National Longitudinal Transition Study (NLTS),
students with disabilities continue to lag behind their peers in transition outcomes such as
postsecondary education, employment, and independent living skills.
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APPENDIX B: CONSENT FORM FOR PARTICIPANTS
Anonymous Survey Consent
You are invited to participate in a research project entitled SPECIAL EDUCATION TEACHERS’
PERCEPTIONS OF THE PREDICTORS FOR IMPROVING POST SCHOOL OUTCOMES FOR STUDENTS
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approved by the Marshall University Institutional Review Board (IRB). This research is being
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browsing history for added security. Completing the on-line survey indicates your consent for
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By completing this survey, you are also confirming that you are 18 years of age or older.
Please print this page for your records.
If you choose to participate in the study, you will find the survey at

https://marshall.az1.qualtrics.com/jfe/form/SV_1RETnQ5DuurxfnL

109

APPENDIX C: SURVEY INSTRUMENT

Predictors for Improving Transition Survey

1. Career Awareness: Learning about
opportunities, education, and skills
needed in various occupational
pathways to choose a career that
matches one’s strengths and interest.
2. Occupational Courses: Individual
courses that support career awareness,
allow or enable students to explore
various career pathways, develop
occupational specific skills through
instruction, and experiences focused
on their desired employment goals.
3. Paid Employment/Work
Experience: Any activity that places the
student in an authentic workplace, and
could include work sampling, job
shadowing, internships,
apprenticeships, and paid
employment. Paid employment can
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Very
Important

Not
Important
Somewhat
Important
Important

Very
Confident

20 Predictors for Improving
Transition:

Not
Confident
Somewhat
Confident
Confident

This survey is designed to gain valuable information from high school special education
teachers. The purpose of this survey is to explore special education teachers’ confidence in their
abilities to promote the 20 evidence-based transition predictors and to gain insight into their
perception of the importance of each of the predictors. The National Technical Assistance Center
on Transition (NTACT) was developed through a federal grant to research best practice in
transition. Through extensive research and literature reviews, NTACT has identified and defined
the 20 predictors for post-school success used for this survey (Test, Mazzotti et al., 2009, Test &
Cook, 2012, Rowe et al., 2015, & Mazzotti et al., 2016).
PART 2: Please rate
DIRECTIONS: For each Predictor, PART 1: Please rate
your perception of the
please check one answer for Part your confidence in
your abilities to
importance of each of
1 concerning your confidence
promote the 20
the 20 Predictors for
and check one answer for Part 2 Predictors for
Improving Transition
concerning your perception of
Improving Transition
for special education
importance.
for special education
students.
students.

include existing standard jobs in a
company or organization, or
customized work assignments
negotiated with the employer, but
these activities always feature
competitive pay (e.g., minimum wage)
paid directly to the student by the
employer.
4. Vocational Education: A sequence
of courses that prepares students for a
specific job or career at various levels
from trade or craft position to
technical, business, or professional
careers.
5. Work Study: A specified sequence of
work skills instruction and experiences
designed to develop students’ work
attitudes and general work behaviors
by providing students with mutually
supportive and integrated academic
and vocational instruction.
6. Community Experiences: Activities
occurring outside the school setting,
supported with in-class instruction,
where students apply academic, social,
and/or general work behaviors and
skills.
7. Exit Exam Requirements/High
School Diploma Status: Exit exams are
standardized state exams, assessing
single content area (e.g., algebra,
English or multiple skill areas, with
specified levels of proficiency that
students must pass to obtain a high
school diploma. Diploma status is
achieved by completing the
requirements of the state awarding the
diploma including the completion of
necessary core curriculum credits.
8. Inclusion in General Education:
Inclusion in general education requires
students with disabilities to have
access to general curriculum and be
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engaged in regular education classes
with peers without disabilities.
9. Program of Study: An individualized
set of courses, experiences, and
curriculum designed to develop
students’ academic and functional
achievement to support the
attainment of students’ desired postschool goals.
10. Self-Determination/Self-Advocacy:
The ability to make choices, solve
problems, set goals, evaluate options,
take initiative to reach one’s goals, and
accept consequences of one’s actions.
11. Self- Care/Independent Living
Skills: The skills necessary for
management of one’s personal selfcare and daily independent living,
including the personal management
skills needed to interact with others,
daily living skills, financial management
skills, and the self-management of
health care/wellness needs.
12. Social Skills: Behaviors and
attitudes that facilitate communication
and cooperation (e.g., social
conventions, social problem solving
when engaged in a social interaction,
body language, speaking, listening,
responding, and verbal and written
communication).
13. Interagency Collaboration: A clear,
purposeful, and carefully designed
process that promotes cross-agency,
cross-program, and cross-disciplinary
collaborative efforts leading to tangible
transition outcomes for youth.
14. Parental Involvement:
Parents/families/guardians are active
and knowledgeable participants in all
aspects of transition planning (e.g.,
decision making providing support,
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attending meetings, and advocating for
their child.
15. Student Support: A network of
people (e.g., family, friends, educators,
and adult service providers) who
provide services and resources in
multiple environments to prepare
students to obtain their annual
transition and post-secondary goals
aligned with their preferences,
interests, and needs.
16. Transition Program: Prepares
students to move from secondary
settings (e.g., middle school/high
school) to adult life, utilizing
comprehensive transition planning and
education that creates individualized
opportunities, services, and supports
to help students achieve their postschool goals in education/training,
employment, and independent living.
17. Parental Expectations:
Parents/families/guardians expect
their child to attend postsecondary
education and/or obtain paid
employment.
18. Youth Autonomy/Decision
Making: Students who have more
autonomy and decision-making skills in
areas such as planning weekend
activities, planning school activities,
volunteering, and making long-range
plans.
19. Goal Setting: Students participate
in their IEPs and set goals for
vocational education and/or
postsecondary college/university
education.
20. Travel Skills: The ability to travel
independently outside the home (e.g.,
school, local store, neighbor’s house,
and work).
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Part 3: Please indicate the types of training you have experienced concerning the 20 Predictors
for Improving Transition for special education students by checking YES or NO for each type of
training.
YES
NO
I participated in this type I did not participate in
of training for the 20
this type of training for
Training
Predictors for Improving the 20 Predictors for
Transition.
Improving Transition.
Course work at a college/university
West Virginia Department of
Education (WVDE) sponsored training
County-based professional
development
School-based professional
development
Webinars, podcasts, YouTube, and
other video-based platforms
Individual research

Part 4. Please indicate the following demographics that apply to you by placing a checkmark in
the box beside the appropriate responses.
1. What is your gender?
□ Male
□ Female
2. How many years have you been a special education teacher?
□ 1-5 years
□ 6-15 years
□ More than 15 years
3. Which best describes your highest level of educational attainment?
□ Bachelor’s Degree
□ Master’s Degree
□ Doctorate Degree
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4. Which of the following licensure/certifications do you have?

Licensure/Certification

YES

NO

Multicategory
Autism
Emotional/Behavior Disorders
Gifted
Intellectual Disabilities
Low Incidence Disabilities (Blindness, Deafness)
General Education
List type of certification ____________________

5. In your current position, which category of special education students do you teach?

Category of Special Education Students

YES

NO

Autism (AU)
Emotional/Behavioral Disorders (BD)
Exceptional Gifted (EG)
Specific Learning Disability (LD
Blindness and Low Vision (VI)
Deafblindness (DB)
Deafness (DF)
Hard of Hearing (HI)
Orthopedic Impairment (PH)
Other Health Impairment (OH)
Intellectual Disability (Mild MM)
Intellectual Disability (Moderate MD)
Intellectual Disability (Severe MS)
Traumatic Brain Injury (TB)

Part 5. Please add any other comments you may have concerning the 20 Predictors for
Improving Transition.
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APPENDIX D: DEMOGRAPHIC DATA ANALYSIS TABLES

Table D-1
Mann-Whitney U Analysis of Participant Perceptions of Confidence to Teach
Transitions due to Gender; and Participant Perceptions of Importance of Transitions
due to Gender

Transitions
1. Career Awareness
2. Occupational Courses
3. Paid Employment/Work Experience
4. Vocational Education
5. Work Study
6. Community Experiences
7. Exit Exam Requirements/High School Diploma Status
8. Inclusion in General Education
9. Program of Study
10. Self-Determination/Self-Advocacy
11. Self- Care/Independent Living Skills
12. Social Skills
13. Interagency Collaboration
14. Parental Involvement
15. Student Support
16. Transition Program
17. Parental Expectations
18. Youth Autonomy/Decision Making
19. Goal Setting
20. Travel Skills
* Significance attained at p < 0.05
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Confidence
p Value
Attained
.758
.918
.780
.272
.856
.803
.081
1.000
.693
.546
.208
.546
.895
.586
.384
.648
1.000
.965
.808
.848

Importance
p Value
Attained
.735
.208
.735
.353
.384
.452
.452
.584
.368
.566
.255
.178
.418
.231
.133
.032 *
.452
.452
.546
.037 *

Table D-2
Mann-Whitney U Analysis of Participant Perceptions of Confidence to Teach
Transitions due to Degree; and Participant Perceptions of Importance of Transitions
due to Degree

Transitions
1. Career Awareness
2. Occupational Courses
3. Paid Employment/Work Experience
4. Vocational Education
5. Work Study
6. Community Experiences
7. Exit Exam Requirements/High School Diploma Status
8. Inclusion in General Education
9. Program of Study
10. Self-Determination/Self-Advocacy
11. Self- Care/Independent Living Skills
12. Social Skills
13. Interagency Collaboration
14. Parental Involvement
15. Student Support
16. Transition Program
17. Parental Expectations
18. Youth Autonomy/Decision Making
19. Goal Setting
20. Travel Skills
* Significance attained at p < 0.05
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Confidence
p Value
Attained
.753
.578
.374
.297
.865
.599
.538
.168
.963
.111
.118
.052
.461
.822
.940
.753
.799
.374
.466
.188

Importance
p Value
Attained
.793
.893
.343
.391
.258
.599
.964
.525
.685
.893
.499
.822
.964
.221
.631
.558
.104
.893
.499
.642

Table D-3
Kruskal-Wallis Analysis of Participant Perceptions of Confidence to Teach
Transitions due to Years of Teaching; and Participant Perceptions of Importance of
Transitions due to years of Teaching

Transitions
1. Career Awareness
2. Occupational Courses
3. Paid Employment/Work Experience
4. Vocational Education
5. Work Study
6. Community Experiences
7. Exit Exam Requirements/High School Diploma Status
8. Inclusion in General Education
9. Program of Study
10. Self-Determination/Self-Advocacy
11. Self- Care/Independent Living Skills
12. Social Skills
13. Interagency Collaboration
14. Parental Involvement
15. Student Support
16. Transition Program
17. Parental Expectations
18. Youth Autonomy/Decision Making
19. Goal Setting
20. Travel Skills
* Significance attained at p < 0.05
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Confidence
p Value
Attained
.552
.502
.882
.451
.463
.250
.617
.458
.263
.472
.228
.823
.423
.812
.969
.333
.523
.664
.918
.349

Importance
p Value
Attained
.424
.272
.167
.525
.606
.520
.168
.102
.358
.249
.530
.644
.258
.536
.334
.472
.730
.154
.345
.460

Table D-4
Kruskal-Wallis Analysis of Participant Perceptions of Confidence to Teach
Transitions due to Number of Special Education Licensures; Participant Perceptions
of Importance of Transitions due to Number of Special Education Licensures

Transitions
1. Career Awareness
2. Occupational Courses
3. Paid Employment/Work Experience
4. Vocational Education
5. Work Study
6. Community Experiences
7. Exit Exam Requirements/High School Diploma Status
8. Inclusion in General Education
9. Program of Study
10. Self-Determination/Self-Advocacy
11. Self- Care/Independent Living Skills
12. Social Skills
13. Interagency Collaboration
14. Parental Involvement
15. Student Support
16. Transition Program
17. Parental Expectations
18. Youth Autonomy/Decision Making
19. Goal Setting
20. Travel Skills
* Significance attained at p < 0.05
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Confidence
p Value
Attained
.405
.572
.432
.620
.889
.527
.453
.117
.580
.435
.846
.669
.419
.443
.727
.877
.253
.592
.488
.635

Importance
p Value
Attained
.605
.308
.587
.418
.380
.366
.475
.297
.621
.886
.534
.248
.648
.417
.844
.967
.658
.658
.625
.333

Table D-5
Kruskal-Wallis Analysis of Participant Perceptions of Confidence to Teach
Transitions due to Number of Types of Special Education Students Taught; and
Participant Perceptions of Importance of Transitions due to Number of Types of
Special Education Students Taught

Transitions
1. Career Awareness
2. Occupational Courses
3. Paid Employment/Work Experience
4. Vocational Education
5. Work Study
6. Community Experiences
7. Exit Exam Requirements/High School Diploma Status
8. Inclusion in General Education
9. Program of Study
10. Self-Determination/Self-Advocacy
11. Self- Care/Independent Living Skills
12. Social Skills
13. Interagency Collaboration
14. Parental Involvement
15. Student Support
16. Transition Program
17. Parental Expectations
18. Youth Autonomy/Decision Making
19. Goal Setting
20. Travel Skills
* Significance attained at p < 0.05
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Confidence
p Value
Attained
.778
.293
.395
.230
.393
.115
.878
.051
.502
.360
.119
.925
.045 *
.080
.096
.159
.031 *
.484
.127
.276

Importance
p Value
Attained
.541
.174
.271
.201
.103
.370
.037 *
.060
.441
.400
.574
.497
.057
.129
.172
.293
.290
.061
.088
.269

Table D-6
Mann-Whitney U Analysis of Participant Perceptions of Confidence to Teach
Transitions due to Training: Course work at a college/university; and Participant
Perceptions of Importance of Transitions due to Training: Course work at a
college/university

Transitions
1. Career Awareness
2. Occupational Courses
3. Paid Employment/Work Experience
4. Vocational Education
5. Work Study
6. Community Experiences
7. Exit Exam Requirements/High School Diploma Status
8. Inclusion in General Education
9. Program of Study
10. Self-Determination/Self-Advocacy
11. Self- Care/Independent Living Skills
12. Social Skills
13. Interagency Collaboration
14. Parental Involvement
15. Student Support
16. Transition Program
17. Parental Expectations
18. Youth Autonomy/Decision Making
19. Goal Setting
20. Travel Skills
* Significance attained at p < 0.05
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Confidence
p Value
Attained
.842
.899
.110
.053
.284
.221
.013 *
.550
.780
.373
.928
.194
.457
.457
.625
.625
.221
.207
1.000
.414

Importance
p Value
Attained
.625
.677
.731
.118
.574
.957
.704
.668
.502
.526
.651
.283
.786
.526
.928
.599
.373
.731
.871
.677

Table D-7
Mann-Whitney U Analysis of Participant Perceptions of Confidence to Teach
Transitions due to Training: West Virginia Department of Education (WVDE)
sponsored training; and Participant Perceptions of Importance of Transitions due to
Training: West Virginia Department of Education (WVDE) sponsored training

Transitions
1. Career Awareness
2. Occupational Courses
3. Paid Employment/Work Experience
4. Vocational Education
5. Work Study
6. Community Experiences
7. Exit Exam Requirements/High School Diploma Status
8. Inclusion in General Education
9. Program of Study
10. Self-Determination/Self-Advocacy
11. Self- Care/Independent Living Skills
12. Social Skills
13. Interagency Collaboration
14. Parental Involvement
15. Student Support
16. Transition Program
17. Parental Expectations
18. Youth Autonomy/Decision Making
19. Goal Setting
20. Travel Skills
* Significance attained at p < 0.05
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Confidence
p Value
Attained
.792
.525
.013 *
.215
.066
.207
.566
.938
.471
.076
.429
.146
.343
.525
.865
.185
.841
.816
.327
.066

Importance
p Value
Attained
.769
.631
.676
.376
.699
.889
.447
.835
.429
.938
.963
.792
.914
.963
.544
.525
.588
.545
.269
.359

Table D-8
Mann-Whitney U Analysis of Participant Perceptions of Confidence to Teach
Transitions due to Training: County-based professional development; and
Participant Perceptions of Importance of Transitions due to Training: County-based
professional development

Transitions
1. Career Awareness
2. Occupational Courses
3. Paid Employment/Work Experience
4. Vocational Education
5. Work Study
6. Community Experiences
7. Exit Exam Requirements/High School Diploma Status
8. Inclusion in General Education
9. Program of Study
10. Self-Determination/Self-Advocacy
11. Self- Care/Independent Living Skills
12. Social Skills
13. Interagency Collaboration
14. Parental Involvement
15. Student Support
16. Transition Program
17. Parental Expectations
18. Youth Autonomy/Decision Making
19. Goal Setting
20. Travel Skills
* Significance attained at p < 0.05
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Confidence
p Value
Attained
.603
.037 *
.069
.234
.685
.174
.844
.788
.555
.603
.654
.603
.359
.654
.788
.707
.957
.097
.249
.816

Importance
p Value
Attained
.554
.398
.507
.186
.629
.761
.654
.768
.082
.788
.957
1.000
.340
.816
.192
.816
.174
.507
.761
.654

Table D-9
Mann-Whitney U Analysis of Participant Perceptions of Confidence to Teach
Transitions due to Training: School-based professional development; and
Participant Perceptions of Importance of Transitions due to Training: School-based
professional development

Transitions
1. Career Awareness
2. Occupational Courses
3. Paid Employment/Work Experience
4. Vocational Education
5. Work Study
6. Community Experiences
7. Exit Exam Requirements/High School Diploma Status
8. Inclusion in General Education
9. Program of Study
10. Self-Determination/Self-Advocacy
11. Self- Care/Independent Living Skills
12. Social Skills
13. Interagency Collaboration
14. Parental Involvement
15. Student Support
16. Transition Program
17. Parental Expectations
18. Youth Autonomy/Decision Making
19. Goal Setting
20. Travel Skills
* Significance attained at p < 0.05
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Confidence
p Value
Attained
.540
.054
.032 *
.058
.200
.019 *
1.000
.601
.742
.917
.665
.800
.128
.731
.520
.301
.463
.463
.672
.377

Importance
p Value
Attained
.754
.870
.345
.601
.665
.777
.482
.519
.345
.870
.501
.560
.152
.940
.766
.501
.076
.235
.731
.870

Table D-10
Mann-Whitney U Analysis of Participant Perceptions of Confidence to Teach
Transitions due to Training: Webinars, podcasts, YouTube, and other video-based
platforms; and Participant Perceptions of Importance of Transitions due to Training:
Webinars, podcasts, YouTube, and other video-based platforms

Transitions
1. Career Awareness
2. Occupational Courses
3. Paid Employment/Work Experience
4. Vocational Education
5. Work Study
6. Community Experiences
7. Exit Exam Requirements/High School Diploma Status
8. Inclusion in General Education
9. Program of Study
10. Self-Determination/Self-Advocacy
11. Self- Care/Independent Living Skills
12. Social Skills
13. Interagency Collaboration
14. Parental Involvement
15. Student Support
16. Transition Program
17. Parental Expectations
18. Youth Autonomy/Decision Making
19. Goal Setting
20. Travel Skills
* Significance attained at p < 0.05
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Confidence
p Value
Attained
.630
.569
.246
.135
.105
.045 *
.341
.895
.725
.153
.095
.069
.223
.298
.438
.223
.326
.804
.703
.246

Importance
p Value
Attained
.069
.181
.609
.672
.827
.609
.026 *
.491
.404
.672
.781
.455
.492
.849
.988
.804
.492
.693
.872
.510

APPENDIX E: VITAE
ANN WILKINSON. ahutchis@k12.wv.us
Professional Accomplishments
Developed a new elective class at Winfield High School for students who wish to work with individuals with
exceptionalities
Presented on the topic of evidence-based transition practices for students with disabilities at the West Virginia
Association for Disability Employment state conference in Morgantown, WV
Presented on the topic of transition for students with disabilities at the Appalachian Studies Association’s
regional conference in Cincinnati, OH
Created a curriculum change program for Community Based Work Experience (CBWE)
Increased special education students’ “C” or better average by 13% during my first year at Putnam Career and
Technical Center (PCTC)
The IEP participation rate of the special educator increased by 21% during my first year at PCTC
Increased collaboration with outside agencies such as West Virginia Division of Rehabilitation Services, Human
Resource Development Fund, and Centers for Independent Living resulting in a rise in student referrals at
PCTC
Mentored beginning teachers in the implementation of evidence-based strategies such as PTR-YC, Pyramid,
Collaborative Strategic Reading, and Self-Regulated Strategy Development to improve student behavior
and achievement
Led professional development in Putnam County Schools as a Common Core trainer and a Ruby Payne
Network for Teaching Students in Poverty trainer

Education
Ed.D. in Curriculum and Instruction
08/2012 – Present
Marshall University, South Charleston, WV
Currently in the dissertation phase, 4.0 grade point average
Ed.S. in Curriculum and Instruction
08/2016 – 12/2018
Marshall University, South Charleston, WV
4.0 grade point average
Post- Masters Administrative Certification
08/2013 – 08/2016
Marshall University, South Charleston, WV
4.0 grade point average
Master of Arts in Special Education/Learning Disabilities
08/1996 - 05/2000
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Marshall University, South Charleston, WV
Obtained certification in Mild/Moderate Mental Impairments, 4.0 grade point average
Bachelor of Arts in Education – English/Language Arts
08/1987 – 05/1992
WV State College, Institute, WV
3.2 grade point average

Employment History
Educational diagnostician
06/2017 – Present
 Administer and interpret appropriate diagnostic instruments for students referred to special education
 Ensure due process procedures are followed in accordance with current mandates
 Coordinate with the principal the process for developing students’ IEPs
 Ensure all referrals, evaluations, reevaluations, eligibility meetings, and IEP meetings are conducted within
mandated timelines
 Provide curriculum and program assistance to all teachers providing services to students with
exceptionalities
 Train and assist special education teachers as needed
 Assist parents and caregivers in locating appropriate transition services and agencies
 Participate on all Eligibility Committees and on Student Assistant Teams (SATs) and IEP meetings as
requested
 Maintain confidentiality of students’ records
 Arrange transportation through the Director of Transportation

Professional Development/Organizations
Teaching Students Experiencing Trauma (WVDE/WV Autism Services), 2019; Universal Design for Learning
(WVDE), 2019; All Things Alternate Update (WVDE), 2018; Functional Behavior Analysis & Behavior
Intervention Plans (WVDE), 2018; Behavior, Discipline, and Manifestation Determination (WVDE), 2018; All
Things Alternate (Alternate Diplomas), 2017; WVDE Policy 2419 updates, 2017; Professional Learning
Communities, 2017; Employee Evaluation, 2016; Simulated Workplace Training, 2015; CTE portfolio
assessment, 2015; CTE embedded credits, 2015; WVCEC Transition Conference, 2015; High Schools That
Work Conference, 2014; Achieve 3000, 2013; Special Topics in Autism, 2012; WV Center for Excellence in
Disabilities Conference, 2011; Wrights Law: Special Education Law and Advocacy Boot Camp, 2011; Ruby
Payne Network for Teaching Students in Poverty, 2010; Member – Council for Exceptional Children
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